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ABSTRACT
An Action Research Project to Facilitate
Person-Environment Congruency
(September 1979)
John E. Wilson, B.A. Bloomfield College,
M.S.
,
State University of New York at Albany,
Ed.D., University of Massachusetts at Amherst.
Directed by: Dr. Allen E. Ivey
The central purpose of this dissertation was to
train paraprofessional s to become environmentally
competent. It was expected that the parapr ofessional
s
would then be able to design and implement interventions
to change their social setting to become more congruent
with the inhabitants ideal social setting.
To accomplish this, two action research strategies
were used - empirical and experimental. The empirical
strategy analyzed the training program, while the
experimental strategy studied what impact if any the
vii
trained paraprofessionals had on changing their social
settings
.
The empirical strategy involved setting three
program evaluation goals. Methods to evaluate the three
goals included 1) a semantic differential for each
training session, 2) a final evaluation, and 3) journals
and papers.
The experimental strategy had three design
conditions
- team interventions, individual
interventions, and control group. The data that was
gathered to analyze the various hypotheses included 1 ) a
brief biographical questionnaire, 2) the University
Residence Environment Scale (ideal and real forms), and
3) unobtrusive data (turnover rate).
The training evaluations indicated a positive
response to the physical space, coping and adaptation,
social supportive networks, and influencing the
influentials sessions. Negative responses occurred for
the nominal group process, social climate, and evaluation
sessions
.
The overall training evaluation was very high for
learning the person-environment theories; moderate for
becoming self-aware of one's own interactions with
various environments; and low for acquisition of skills
Vlll
to change the social setting.
The results from the experimental design confirmed
that the paraprofessional s did not learn how to change
their social settings. There were no differences between
the three conditions on the involvement and emotional
support subscales.
The implications of this study raises questions if
paraprofessional s directly involved with a setting are
the appropriate group to become environmentally
competent. The final evaluation indicated a preference
for specific helping skills; e.g. counseling, crisis
intervention, and communication skills.
Also, questions were raised about the training
design for paraprofessionals whose cognitive style
appears to be "field dependent." This cognitive style
apparently has difficulty grasping concepts taught in one
context, and then applying them in another context.
Finally, there is strong evidence that the ideal
University Residence Environment Scale form is inadequate
to control for any differences between groups. Its more
appropriate use would be for intervention purposes.
ix
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CHAPTER I
INTRODUCTION
Scope and Purpose
The major question that was explored in this action
research project was whether or not a social climate
could be developed which would encourage interpersonal
involvement and emotional support among the members of a
residence hall floor. Par aprofessional s living on the
residence hall floor were trained to develop
interventions to enhance the social climate. The research
methodology for this project included 1) a case study of
the training program and 2) an experimental study to
evaluate the effectiveness of the parapr ofessional
s
intervention on the floors. The data analyzed included
the training evaluations and the journal entries of the
parapr ofessional s , questionnaires completed by the floor
residents, and unobtrusive data.
1
Rationale and Need for the Study
2
Numerous studies have documented how colleges have
had an impact on student development (Sanford, 1964,
1968; Katz and associates, 1968; Feldman and Newcomb,
1969; Chickering, 1969; Astin, 1968; Brown, 1972;
Freedman, 1967). Some of this research has also examined
the relationship between the various university
sub-environments and student development. Astin (1968)
has identified the general university sub-environments
that students experience as being administrative,
physical, and peer interpersonal. The peer interpersonal
sub- env ironment
,
especially within the residence halls,
has been the focus of considerable research (Newcomb, no
date; Newcomb and Wilson, 1966; Sanford, 1964, 1967).
The impact of the residence halls has come under
close scrunity by numerous reseachers as both a source of
development and of stress for the student. (Newcomb, no
date; Taylor and Hanson, 1971; Sauber, 1972 ; Williams
and Reilly, 1972; Chickering, 1969, 1975; Lozoff, 1968;
Feldman and Newcomb, 1969; Moos and Otto, 1975; Moos et
al, 1976; Nielsen and Moos, 1977). Chickering (1975)
reported several studies that compared campus residents
and commuters who were first-year students. The data
showed that the campus residents experienced college
differently than the commuters. After a year in college
the campus residents were more involved with other
students, had more contact with the faculty, had less
conservative attitudes, and had more positive self
perception scores than the commuters.
Feldman and Newcomb (1969) reported several studies
that also demostrated the influence of the residence
halls on students. They reported that it had been found
that 1) students changed their academic majors when they
had a different major from what was dominant on the floor
(humanities vs science), 2) homogeneous grouping of
academic majors produced higher academic accomplishment
than heterogeneous grouping, and 3) homogeneous grouping
of high ability students had better academic success and
saw their residence halls being more desirable than
scattered high ability students. These studies illustrate
the pervasive influence that the social environment has
on the student often without the individual being aware
of such influence.
Moos and associates at Stanford University’s Social
Ecology Laboratory have developed scales to assess
individuals’ perceptions of the social climate in a wide
variety of social settings. Moos (1976), in reviewing the
4literature on the social climate as one aspect of the
environmental determinants of behavior, discussed how
high levels of involvement and emotional support had a
positive impact on individuals in a variety of settings
(correctional and mental health institutions, the
military, classrooms, families, work, and residence
halls)
.
Moos and Gerst (1974) have developed the University
Residence Environment Scale (URES) to assess the
residents’ ideal and perceived actual social climate of
on-campus living units. Their research has demonstrated
that the URES-real form discriminates not only among
residence halls but also among floors (Moos et al
,
1975;
Gerst and Moos, 1972; Smail et al
,
1974). Ford (1975)
studied student's and staff's ideal and perceived actual
social climate in the residence hall. It was discovered
that 1) there were large differences between the ideal
and perceived actual social climate for both groups and
2) both the students and staff preferred to have more
emphasis on involvement and emotional support. Goebel
(1976) found the level of alientation to be related to
low levels of involvement and emotional support in
residence halls.
There is also sufficient evidence that suggests that
5residence hall floor with a clustering of specific
subscales might have a detrimental effect on the
students
'
physical health, psychological well-being, and
level of extracurricular and academic involvement (Moos
Van Dort, DeYoung,, 1975; Moos, De Young and Van Dort,
1976; Nielsen and Moos, 1977). Although no reported
studies have examined the relationship between the
college dropout rate, the residence hall turnover rate,
the degree of damage to the residence halls’ and social
climate; it is plausible that such a relationship does
exist
.
The need to develop interventions to facilitate a
positive social climate is often ignored. Frequently the
social climate is allowed to evolve haphazardly. Once a
negative social climate becomes entrenched, it is very
difficult to change. By developing early in the
semester, interventions based upon the residents’ ideal
social climate the possible positive effects of the
residence halls on student development can be enhanced.
A second need is to train the parapr ofessional s who
live in the residence hall 1 ) to be cognizant of the
social climate’s influence on behavior and attitudes and
2) to have the abilities and knowledge to intervene in
the social climate. Frequently, major interventions are
6implemented by an individual outside of the intact group
with no provision made for maintaining the interventions
over time. The parapr ofessional who resides in a specific
setting is the most logical individual for not only
intervening, but also for maintaining the results of the
intervention over time. Many studies and reports have
demonstrated that paraprofessionals have been able to
assume a wide range of responsibilities in diverse
settings ( Wi 1 son , 1 97 3 ) • On the college campus
paraprofessionals have been used as academic advisors,
tutors, crisis center workers, therapists, and residence
hall staff. To date there are no known studies of
programs to train residence hall staff to effect
environmental interventions. This absence is due to two
factors: 1) the social climate as an influential factor
in student behavior is a relatively new concept, and 2)
the paucity of intervention strategies to change the
social climate of a residence hall. The parapr ofessional
on the floor not only serves in a helping role but also
has a major socialization role. These roles allow the
parapr ofessioal to have considerable influence over the
incoming students.
7Objectives of this Action Research Project
General Object i v e
.
The general purposes of this study were
1 . To determine whether or not parapr ofessional
s
(resident assistants) could be trained todesign and implement environmental
interventions at the associat ional level(residence halls floors) to encourage
interpersonal involvement and emotional
support
.
2 . To determine whether or not the environmental
interventions were effective by encouraging
interpersonal involvement and emotional
support and therefore facilitate
person- env ironment congruence.
Specific Ob ject iv es
All the Cool id ge To wer res id ent assis t ants
part ic ipated in a thr ee cred it hour cour se to
learn how to d esign and impl ement
env ironm ent al int erventions
.
a)The trai ning for the re sid ent assis tants
con sisted of the following top ic s
:
1. Clarification of roles
2. Overview of Social Ecological
Approaches
3. Nominal Group Process Methods
Social Climate
5. Physcial Space and Privacy
6. Coping and Adaptation
7. Social Supportive Networks
8. Influencing the influentials
9. The Evaluation Process
(Appendix A has the original
8training design, while Appendix Bhas the revised design)
b) The resident assistants evaluated each
of the training sessions to provide
information as to the impact of that
session on the individuals.
c) Resident assistants maintained a journal
recording their impressions of the
training sessions as well as significant
events that occurred on their respective
floors
.
d)Resident assistants summarized all of
their journal entries into a final
paper
.
e)The resident assistants, except three,
designed and implemented at least one
environmental intervention and then
evaluated it. The three resident
assistants not implementing an
intervention teamed up with one other RA
to help with their interventions. The
three floors not recieving any
interventions served as the control
floors
.
92. Evaluation of the planned interventions.
a )Ten floors (seven randomly selected andthree matched with the three floors
receiving no interventions) were
evaluated to determine the impact of theinterventions on the residents'
perceived ideal and real social climate-
specif ical ly the impact on the subscales
of involvement and emotional support.
b)The social indicators (turnover and
dropout rates) of the experimental and
control group floors were evaluate to
determine if the interventions made any
difference on this type of data.
3. Shared the results of this project with all
of the Coolidge Tower staff.
10
Limitations of This Study
-
Tnpact
— Mi Physical environment
. The size, noise,
density
,
and architecture of buildings and space have
come under close scrunity as possible determinants of
behavior and social climate. Several studies have
demonstrated that these factors do contribute to the
behavior patterns and social climate of the residents
(Haase, 1973; Mehrabian, 1976; Wilcox and Holahan, 1976;
Bickman et al
, 1973; Gerst and Sweetwood, 1973; Valins
and Baum, 1973; Corbett, 1973).
In an effort to control several of these factors
(size, density, and architecture); the study was confined
to two residence halls that are within the same high rise
tower
.
Self Selection Process by the Students . How students
choose settings before and after they are a part of them
was beyond the scope of this study. The first year
students have little opportunity to choose either the
residence hall, floor, corridor, or even their roommate
before they arrive on campus. Once there the opportunity
to choose where one wants to live occurs only if someone
else moves to another room or drops out of college
thereby creating an opening. Why students move away from
11
one setting to another has not been studied. For the
present, this area was left unexplored.
_-^
rm impact o f the residence hall corridors on
_st_u d ent development
. Although studies “hiVe demonstrate
that the residence hall may have a positive impact on
students, none have examined the positive or negative
influence of the corridor on student. Such an examination
would require a longitudinal study of several years,
considerably beyond both the scope and resources of this
research project.
The impact o f the 1 ead ership style of the residence hall
staff on the social climate of the corridor. It Ts
unclear what influence the resident assistant or head of
residence has on the corridor in the beginning of the
semester. Causal conversations with residence hall
administrators seem to indicate that the leadership style
of these individuals does make a difference. This writer
has not found any study that has examined the residence
hall staff's leadership style and its impact on the
social climate of the corridor or floor. Review of the
literature on leadership styles in managment, shows that
the leader's style greatly influences the social climate
(Litwin and Stringer, 1968; Steers, 1977). There are many
differences between the work setting and the residence
12
halls. It was expected that the leadership style of the
resident assistant would influence the social climate.
This was controlled to some degree by training all the
staff at the same time. This issue was not in the
purview of this project.
Struc tur e of the Dissertation
The dissertation consists of five chapters. Chapter
II presents the theoretical rationale for this
dissertation by reviewing the pertinent literature. The
general and specific methodological approach is presented
in Chapter III. the methodology includes a case study of
the parapr ofessional training program and analysis of the
impact the training had on the social environment of the
floors. The results of both of these analyses are to be
found in Chapter IV. Integration of the case study and
the experimental design are presented in Chapter V.
CHAPTER II
LITERATURE REVIEW
Introduction
Prior to 1965, the field of community psychology was
unheard of. During that year a conference was held near
Boston to discuss the training needs of psychologists who
were working in community mental health centers. What
evolved out of that conference was the concept of
community psychology (Bennett, 1965).
The participants at the conference saw the community
psychologist assuming a very active role in the life of a
community. Instead of being a clinician and waiting for
clients, the community psychologist would sometimes be a
change agent, social system analyst, or a consultant. The
clientele could include various human service agencies,
elected officials, community organizations, or any other
group that was concerned with the quality of life in the
community
.
Since that conference, the field of community
psychology has developed rapidly. Many clinical
psychology programs have incorporated community
psychology as an adjunct program. Unfortunately, there
13
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has been a serious drawback to this association. Saranson
(1976) has argued that it is time for community
psychology and clinical psychology to go their separate
ways. Saranson views community psychology's continued
association with clinical psychology will only retard any
further development. These two fields have entirely
different perspectives that are incompatible. The
clinical psychologist is primarily interested in
individuals who are pathological. For the community
psychologist the community and its many networks are the
primary interest.
Examination of a community makes one aware of the
interdependence of the various subparts. Saranson labels
this perspective as the "community-ecological." Other
writers have also been emphasizing this ecological
perspective (kelly, 1966
;
Heller and Monahan, 1977 ;
Murrell, 1973 ; Rappaport, 1977 ; Mann, 1978 ).
In the social sciences, there has been a tendency
to blame either the individual or the setting for the
person's pathology or social deviance. The solution of
any social problem clearly has depended upon who was
blamed for it. Psychology has tended to blame the
individual, while sociology has looked to the environment
for the cause. The ecological perspecticve is an
15
alternative to the individual-environment blaming
ideology
.
For Rappaport (1977) the ecological orientation is a
major shift in theoretical paradigms. From this new
paradigm, individuals and settings are viewed as highly
interrelated. For the community psychology ist the
emphasis is to be on "cultural relativity, diversity and
ecology: the fit between persons and environments" (p.
2 ) .
As is evident by the previous discussion, the field
of community psychology has been developed primarily in
the general community. Although, in the past decade
considerable interest and development of campus community
psychology has occurred (Morrill, Ivey, Oetting, 1968;
Kalafat and Tyler, 1971; Kamerschen, 1974). A parallel
development has occurred on-campus in respect to the
ecological perspective. Both on and off campus
psychologists began to apply the ecological orientation
as an analytical approach to understand settings and to
develop ecological interventions. College counseling
psychologists have had a distinct advantage in developing
this perspective because of a clearly identifiable and
homogeneous population within a clearly defined physical
and organizational setting (WICHE, 1973; Falk, 1975;
16
Aulepp and Delworth, 1976; Delworth and Piel, 1978).
Person - En v ironment Interaction
Lewin (1951) was one of the first to formulate the
concept that behavior was a function of
person-environment interactions- B=f(P,E). For many years
only a few psychologists outside of mainstream psychology
pursued this line of reasoning (Murray, 1938; Lewin,
1951; Pace and Stern, 1958). During the 1960’s and 1970’s
an increasing number of psychologists began to explore
the implications of this concept. This approach requires
simultaneous assessment of the characteristics of
individuals and their environments. What is not clear is
how individuals and environments interact to produce
specific behaviors.
Kelly (1966) has stated that "behavior is not viewed
as sick or well, but is defined as transactional, an
outcome of reciprocal interactions between social
situations and the individual" (p.10). In developing this
concept, Pervin ( 1 968 ) viewed this transactional ism as
having three pr operties : a) Each part of the system has no
independence outside of the other parts of the
system or the system as a whole, b) One part of
17
the system is not acted upon by another part,
but instead there is a constant reciprocal
relat ionship
.
There are not cause-effect
rel at ionships but transactions. c) Action in
any part of the system has consequences for
other parts of the system ( p . 5 8
1
).
The i nterdepend ence between the ind i v idual and the
env ir onmen t is a crucial concept. Asseissing just the
i nd iv idual or the environment does not permit ad equate
pred i c t ion of behavior. Both Endler and Hunt ( 1 968) and
Moos (1969 ) have pr esented evidence that situat ional and
env ir onmen tal characteristics accoun t for a signific ant
propo rtion of the variance in behavior as me asur ed by
eithe r observations 1 or questionnaire technique s •
The terms situation and environment are often used
interchangeably. This can lead to confusion in the usage
of the terms. Pervin (1975) defined a situation "by who
is involved, including the possiblity that the person is
alone, where the action is taking place, and the nature
of the action or activities occur ring ."( p . 1 6 ) The
environmment is construed to be at a different level.
Pervin continues by stating that "The environment of an
organism consists of those specific situations which it
encounters in its daily living, the relationship among
18
these situations, and the qualities of life which may run
across situations." ( p . 17 ) Environments as defined by
Pervin is the main concern of this dissertation.
Person - Environment Congruency
The concept of person-environment interaction does
not address the quality of the interaction, only that it
occurs. When the concept of congruency is introduced,
quality becomes an issue.
Wicker (1972) and Barker (1968) define
behavior-environment congruence from a sociophysical
perspective. Behaviors that are acceptable at a tavern or
athletic event are not acceptable in a classroom or
library. Barker (1968) states that environments "consist
of highly structured, improbable arrangement of objects
and events which coerce behavior in accordance with their
own dynamic patterning" (p. 4). For Wicker and Barker the
determination of person-environment congruency is
embedded in the setting.
Moos (1976a) illustrates how demographic
characteristics can make individuals congruent or
incongruent with their environments. He reports several
studies that have examined such characteristics as race,
19
social class, ethnicity, religion, and occupational
status. The evidence presented consistently showed those
groups which were in the minority within a specific
location had higher commitment rates to the state mental
hospital than the majority members.
For Stern (1970) congruency involves a combination
of the individual's needs and the environment's press
which results in the individuals being satisfied and
fulfilled. He defines needs as a "taxonomic
classification of the characteristic spontaneous
behaviors manifested by individuals in their life
transactions" (p. 7). Environmental press is defined as a
"taxonomic classification of characteristic behaviors
manifested by aggregate of individuals in their mutual
interpersonal transactions" (p. 8). When the relationship
between needs and press is not congruent, several
possibilities may occurr. First, the person may withdraw
from the setting by no longer being an active participant
or they may drop out of the setting altogether. Second,
the press of the environment may be modified in some
fashion to be more congruent with the needs of the
individuals. Finally, coercion may be used to make the
person congruent with the setting. Stern does not mention
the possibility of the person changing his or her needs
20
to be congruent with the environment.
Moos (1973, 1974a, 1976a) has been the major
proponent that social environments each have their own
unique personality. The overall social climate of
educational and commercial institutions can have either a
positive or negative impact on individuals (Stern, 1970).
Moos (1974b) and Steele (1977) have examined the social
climate of subenvironments. These subenvironments also
can have significant effects on their inhabitants. Some
individuals become more congruent with their environment,
while others resist the environmental influences.
One way of analyzing the social climate is to
compare the individuals' ideal social climate with their
perceived real social climate. The smaller the
discrepancy score between the two, the more likely the
individual is congruent with their social environment. A
critical question that has been only partially answered
is "What is the optimal degree of congruency desirable
between individuals and their social environment?"
CONGRUENT i ! INCONGRUENT
100 * 0 *
The research on social climates initiated by Moos
and associates has illustrated that individuals, when
asked their expected or ideal social climate, have
21
repeatedly preferred highly involved and emotionally
supportive settings. Moos (1976c) has stated that the
relationship dimension is a necessary but not sufficient
condition for growth of individuals. The settings need to
provide some challenge to the inhabitants.
Lofquist and Dawis (1969) have examined individuals
correspondence (congruency) with their work setting. They
specifically looked at the individual’s abilities and
needs and the environments reinforcement patterns. In one
of their studies forty-six supervisors had indicated a
high preference for environments that would utilize their
abilities; would provide an opportunity to achieve and be
creative; and would allow them to accept responsiblity
and yet be autonomous.
Farris (1975) discussed how initial high performance
can have an upward spiral effect on the individual’s
career. Those who performed at high levels initially,
usually were to be found at a later point to be in highly
stimulating work settings, and generally supervised more
individuals than low performers. These high performers
also tended to rate their work group to be highly
cohesive. The low performers experienced a downward
spiral. At a later point they found themselves in less
cohesive and stimulating work environments. This downward
22
process continued for these individuals. Farris
identified this process as the "performance feedback
loop.’ (Nothing succeeds like success). This process was
repeatedly confirmed in several studies conducted by
Farris
.
Figure 1
Person-Work Congruency
Work Environment
St imulating Non- stimulating
High
Performers
Low
t Congruent,
increased
challenges and
responsib il ities
Bored
0v erwhelmed Congruent
,
decreased
challenges and
responsibilities
Adapted from Farris (1975)
Unfortunately, "performance feedback loops" have not
yet been examined in depth in education or human
services. The students' (clients') or professionals'
development may depend on the type of initial experiences
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they have when they enter a new social environment.
Individuals adapt to and become somewhat congruent with
their environments. They may seek out more challenging
settings if their current setting is supportive. But if
the experience is negative, a downward spiral may begin
is hard to reverse. Those who experience the
downward spiral may either be able to reverse themselves;
or, reach a plateau and remain there; or, continue to
spiral downward. One of the end results of this downward
spiral may be commitment to a psychiatric hospital.
One of the dangers of emphasizing congruency as an
end state is the capacity of individuals to adapt to
environments that are not in their best interests.
Lehmann et al (1978) studied mental patients' adaptation
to a psychiatric hospital. They found that the more the
patients perceived themselves to be congruent with the
hospital, the longer they most likely would remain.
Braginsky et al (1969, 1976) had previously demonstrated
similar findings. It was also demonstrated that mental
patients were actively manipulating the social conditions
in the hospital so they could remain and not be hassled
by the staff.
What facilitates person-environment congruency is
how adaptable the person is or how acceptable the
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environment is of diverse individuals. The more rigid the
individual the fewer the number of settings would be
available for that person. The individual who can adapt
to a variety of environments tends to be congruent more
often than not. The environment that has a narrow range
of acceptable behaviors, generally has a smaller number
of individuals congruent with it. A wider range of
acceptable behaviors within the environment permits a
more diverse group of individuals to participate. When
flexible individuals become involved with a rigid
environment several possibilities may occur. The
individuals will conform to what is acceptable in that
setting; or the individuals will attempt to restructure
the environment to make it more flexible, assuming they
have the knowledge, skill and power; or they will act in
their usual way which would eventually result in their
being labelled deviant; or finally, they will withdraw
from active participation in the environment.
Conformity is a major issue within the concept of
person-environment congruency. The issue is that the
individual will conform too much to one’s environment and
will then lose one’s individuality. Although some
individuals conform considerably to their environment,
conform only to some degree. White (1974)many others
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sees this process as individuals making active and
acceptable compromises with their settings. Instead of
conforming to the setting, White sees the person
adapting. This adaptation process is active and
interactive, rather than reactive.
Figure 2
Person-Environment Congruency
ENVIRONMENT
Rigid
PERSON
Flexible
For the purpose of this study, congruency is defined
by the degree of discrepancy between the individuals’
ideal social climate and their perceived actual social
Rigid Flexible
Congruent Incongruent
Incongruent Congruent
climate
.
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Intervention Strategies
Cowen (1973) and Kelly et al (1977) have reviewed
the literature in the field of "Social and community
Interventions." Cowen saw the field evolving and offering
an alternative to the dominant emphasis of
p syc ho thereut ic alteration of psychopathology. For him
this approach opens up the possiblity "that many
^ nent
,
adverse end state* can be averted by
effective environmental engineering. As such, it focuses
attention on person- shaping attributes of communiities
and their primarly social institutions."
The interventions discussed in the two reviews
encompassed various approaches. Specific strategies
reviewed, included primary prevention and competency
building, consultation, crisis intervention, public
policy analysis and change, parapr ofessional s , and social
environment assessment and intervention.
The research conducted for this dissertation
utilized three different intervention strategies: primary
prevention-competence building, social environment
assessment and intervention, and paraprofessional s
.
Developmental Interventions. Caplan (1964) was one of the
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first to articulate the need to practice prevention in
mental health. Borrowing concepts from public health, he
has stated that an illness has never been eliminated by
focusing on individuals. Drastic reductions in major
physical illnesses have occurred by either attending to
the sources of illness (e.g. contamined water, poor
sanitation conditions, etc.) or immunizing the population
against the disease (e.g. measles, polio, smallpox,
etc
. )
.
Others have argued forcefully for the need to do
preventive and developmental programs (Ford, 1974; Lewis
and Lewis, 1977; Rappaport, 1977; Heller and Monahan,
1977; Morrill, Ivey, Oetting, 1968; Morrill, Oetting, and
Hurst, 1972; Murrell, 1973). Many difficulties arise in
evaluating the effectiveness of these interventions. A
major obstacle is the lack of clarity about what one is
trying to prevent from happening. To date a clear
definition of mental health or mental illness has not
been developed. Nor are the prospects for one very
promising if the focus remains oriented on the
individual. A second difficulty in evaluating these
interventions is the need for longitudinal studies.
Prevention and developmental interventions are oriented
toward the future. To know if such interventions are
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effective, it is critical to keep track of individuals
who were the recipients of any interventions. Finally, so
many other variables would occur during this longitudinal
study that one could not be sure that the specific
developmental intervention was the main effect on the
growth
.
There are some short-term factors that would
indicate whether a preventive or developmental
intervention was effective. Given the extremely high
dropout and residence hall turnover rate in the fall
semsester, any reduction would be an indication of the
possible effectiveness of an intervention.
Preventive interventions are defined by Morrill,
Oetting, and Hurst (1972) as an attempt "to anticipate
future problems and move to prevent them by providing
individuals with needed skills or by creating changes in
the environment so as to prevent the development of
problems" (p. 6). Developmental interventions do not
focus on possible problems but on enhancing the positive
growth of individuals and environments.
Social Environment Assessment and Interventions . Focusing
on individuals for interventions, a variety of settings
are identified. But by identifying a specific environment
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for developmental interventions, we also identify a
specific group of individuals. Intervening in the
immediate social environment has the potential for
creating positive impact on a greater number of
individuals.
The writers in the emerging field of community
psychology have emphasized the need to conceptualize the
various levels the individual encounters as possible
points of interventions (Morrill, Oetting, Hurst, 1972;
Kelly, 1971; Murrell, 1973; Heller and Monahan, 1977;
Rappaport, 1977). Combining the ideas of these writers a
list of increasingly complex levels emerges that the
college student experiences:
1
.
The ind iv idual
2.
Primary Group (family, close friends)
3 Associations (classmates, residence hall
neighbors)
4 . Or ganizations (School of Education, Coolidge
Tower)
5 . Inst itutions (University of Masschusetts
Amherst)
6. Community (Amherst, Hampshire County)
7. Society (Massachusetts, New England, United
States)
Moos (1973) offers another dimension of social
environments. He conceptualizes the social environments
that individuals experience into six different
categories: 1) the ecolog ical- geographic al and physical
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variables; 2) behavior settings; 3) organizational
structures; 4) personal characteristics of the
individuals; 5) functional or reinforcement properties of
environments; and 6) psychosocial characteristics and
organizational climates. These six categories are all
part of the field of psychology.
Examination of the levels that the individual
experiences indicate a population dimension. As the
levels increase in complexity, the impact on the
individual is less direct. When the psychological
dimensions are considered with the population dimension
an infinite number of interventions are possible. One
also begins to draw from the fields of sociology and
anthropology to understand person-environment interaction
and congruency.
Interventions to facilitate per son- env ironment
congruency can occur at all levels. Unfortunately, the
interventions advocated most frequently in the past have
been at the individual level or most recently at the
primary group level. The focus since 1966 has been
oriented more toward planned social change than planned
individual change. Any change that is not carefully
thought through could bring about unanticipated negative
results. Awareness of the radiating processes of
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interventions to all the various levels, requires the
community psychologists to think through any planned
change effort.
In writing about community development in new
towns, Klein (1975) sees the need for the town developer
to communicate to the residents their importance and his
or her recognition of the residents’ needs. Also he
states that:
Although personal and family counseling
services, professionally staffed, are important
in the long run, they are no substitute for an
atmosphere which makes it obvious that people
in this town care about one another and stand
ready to help. (p. 317)
On the college campus, the residence hall floor is
the environment in which to intervene early in the
semester to create a social climate that encourages high
levels of involvement and emotional support. Intervening
into this social setting would have a radiating effect on
the individuals and the residence hall at several levels.
Environmental Competence . Data-based approaches have
become the mainstay of social environmental
interventions In some approaches the participants are
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involved in the early phases; while in others, the
inhabitants receive feedback on the questionnaires and
then are involved in the change process. Recently an
additional dimension has been included in the discussion
of social interventions- environmental competence
(Steele, 1973; Moos, 1976c, 1978).
Before a discussion can proceed on environmental
competence, clarification on the general concept of
competence is necessary. Goldfried and D'Zurilla (1969)
discussed what they considered to be the three
definitions of competence found in the literature. The
first definition encompasses the achievement or
attainment approach. This views competence as achieving
successful mastery of specific tasks in life (e.g.
education, marriage, career, social participation). One
difficulty with this approach is the strong value base of
some of these tasks. Various ethnic groups would stress
different tasks. Another difficulty is that the overall
culture is constantly changing. Fifteen years ago divorce
was frowned upon, but today it is an accepted fact of
life. Individuals may seek to achieve specific tasks; but
upon successful mastery of it, they might find out that
it is not enough or it is no longer important.
A second approach to defining competence is based
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upon White’s (1959) work. This has been labelled as the
"internal antecedant" approach. This includes analysis of
attitudes, motives, personality dynamics and traits.
Goldfried and D’Zurilla’s criticism of this approach is
that it is too abstract and does not include analysis of
actual behavior or the situation in which it occurs.
Goldfried and D’Zurilla favor the
b ehav ior- en v ironm en t competence approach. They define
this approach as "a response or pattern of responses to a
problematic situation which alters the situation so that
it is no longer problematical, and at the same time
produces a maximum of other consequences and a minimum of
negative ones" (p. 158). One of the underlying
assumptions of this definition is that of the reactive
individual, instead of a proactive one. Also it does not
include growth enhancing experiences that individuals
seek out.
Moos (1976c, 1978) has discussed in general terms
the concept of "environmental competence," which he does
not define. From his previous work, one could infer what
he might mean. What is important in his discussion is the
value he places on this concept. He sees the need for
environmental educators to: 1) teach people about their
environments; 2) help them conceptualize its component
3 ^
parts and their interrelationships; and 3 ) how to
understand and control its potential impact on their
everyday lives ( p. 22 )
.
Steele (1973) views environmental competence as a
process which:
a) makes people more aware of the settings
around them; b) inspires them to ask themselves
what they are trying to do there; c) stimulates
them to assess the appropriateness of their
settings for what they want to experience or
accomplish; and d) leads them to make
appropriate changes (in either the settings or
their own location, or by leaving it for a
better one) to provide a better fit between
themselves and the settings (p. 8 ).
Steele’s emphasis is clearly on modifying the
physical setting. He is cognizant of the value of the
social environment, but it is not incorporated into his
definition
.
Incorporating previous discussions on social
environments and adaptation with Steele’s definition,
environmental competence becomes a more comprehensive
concept. The environmentally competent individuals are:
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1. aware of the impact that physical and social
settings have on their attitudes, values, and
behaviors,
2.
frequently assess what they want from the
setting
,
3.
frequently assess the appropriateness of the
setting for their needs and abilities,
4.
actively make decisions to either adapt to the
setting, modify the setting, or leave the setting.
Interventions that focus on making individuals
environmentally competent, insures greater
person- env ironment interactions and congruency.
Individuals or groups would be actively involved in
seeking out or modifying their environments that would
enhance their development.
Faraprofessionals . Within the past fifteen years
utilization of parapr ofessional s has increased at an
exponential rate. Numerous training designs have been
developed (Carkhuff, 1969a, 1969b, 1971; Danish, 1973;
Egan, 1975; Ivey, 1971, 1974; Kagan, 1967, 1972).
Generally, paraprofessional s have been used as therapists
in a variety of mental health services (e.g. community
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mental health centers, psychiatric hospitals, and college
counseling centers). The few outcome studies conducted
have generally demonstrated that college students are
effective helpers (Gruver, 1977; Goodman, 1972;
and Cowen
,
1971 ; Poser
,
1966)
.
been very few r epor ts of using
to interv ene into the social
.el d of community development dominates
issionals in this manner (Korsch ing and
Warner, 1975; Alinsky, 1971).
On college campuses, all the reported attempts to
modify the social environment have been done by
professionals (Schuh and Allan, 1978; Holahan and Wilcox,
1977; Daher, Corrazzini, and McKinnon, 1977). To date no
known attempt has been made to train parapr ofessional s to
intervene into the social environment outside the
classroom
.
SUMMARY
Since the inception of community mental health
centers, some psychologists have refocused their
theoretical perspective. The shift has been away from
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looking at the individual exclusively, to looking at the
individual in relationship to their social setting. This
orientation has commonly been called the ecological
perspective. The ecologists sees the individual
inseparably linked to their environments.
Three common themes emerge from the writings of
those who adhere to an ecological perspective within
community psychology. The first theme is that the
various subparts of a system are highly interrelated.
The economic, political, educational, social services,
social, and religious settings are highly intertwined.
The tendency in the social and behavioral sciences has
been to examine each of these areas as separate entities.
The ecological perspective requires that the
interdependency of all these areas be examined.
This interdependency is also reflected in the second
theme. This theme is that of person-environment
interaction. As the individuals encounter the various
kinds and levels of environments, there is a
transactional aspect. The individuals influence and are
influenced by these various environments. In other
words, there is a constant reciprocal relationship
between the individuals and their environments. Looking
at only three levels of the social environment, will
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illustrate how complex the interactional pattern becomes.
As the levels become more distant from the individual,
less reciprocal influence occurs for most people. There
are some very powerful individuals who can have
tremendous impact on all the different levels of the
various environments (e.g. elected officals, power
brokers, chief executives).
Figure 3
Person-Social Environment Interaction
A=As sociation Level (neighborhoods, work setting)
PG=Primary Group Level (family, close friends,
work group)
P =Per son
Examining this illustration, it becomes clear how
complex interaction patterns are. As more individuals
are added to the primary group and more primary groups
are added to the association level, the interaction
pattern becomes less comprehensible.
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Not 0 nly a re the various levels reciprocal ly
influenc ing each other directly, but there are
signif ic ant ind ire ct influ ences that are a Iso occurr:ing
.
The fath er and child influence each other -d irectl y
.
The
mother and chil d al so in fluence each other. But the
mother * s in fluence oni the child indirectly i nf 1 uences the
father a nd vice v ersiUS
. This also holds true for the
child’
s
influence on the parents.
Per son-enviro nmeint interaction foe uses on the
behavior al pattern between individuals and their var ious
env ironm ent s . It ignores the quality of those patte rns
.
The qual ity o f the interac tions is the thi rd theme. The
most common t eriris to indicate quality are
person-
e
nv i ronment "fit, " ’’match," "congruency," or
" ecolog
i
cal niche
.
it As i s evident by the title of this
dissertation, congruency is the preferred term of the
author
.
Values, attitudes, needs, and feelings are some of
the factors that contribute to individuals being
congruent with their various settings. Using Figure 3,
any level could be incongruent with levels above or below
it. This incongruency could be momentasry or permanent.
This dissertation focuses on attempts to make floor
members congruent with each other on two specific
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aspects- involvement and emotional support.
As for the action research phase, the
paraprofessional s in the residence halls are a key group.
This group has administrative, programming, and
counseling responsiblities
. Training these individuals
to intervene into the social environment was one of the
key purposes of this dissertation. When and how to
intervene were the focal point of the training program.
In recent years, a great deal of interest has
occurred in interventions that are developmental ly
oriented. Developmental interventions attempt to
cultivate healthy and effective individuals and
environments. Ford (1974) has stated that "our greatest
positive results for the least cost come from cultivating
constructive development, quality living conditions,
rather than relying primarily on remedial measures" (p.
47). The residence hall is one location on campus that
provides many opportunities for developmental
interventions
.
The overall purpose of this dissertation has
attempted to intergate the various concepts discussed.
The purpose has been to train parapr ofessional s who will
be environmentally competent to intervene into their
floors to make the social environment more congruent with
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what the floor members would ideally want the floor to be
1 ike
.
CHAPTER III
METHODOLOGY AND PROCEDURES
General Methodology
The general methodology of this study was action
research. In contrast to basic research which usually is
carried out in a laboratory, action research takes place
in the natural setting of the subjects/participants. And
unlike field research that generally attempts to study
the structure and processes of an undisturbed setting,
action research attempts to study the structure of and
processes by initiating change (Sanford, 1970; Bard,
1972; Nuttall and Ivey, 1978).
Many methodological problems occur when doing
research in the natural settings. In the natural setting
it is very difficult to randomize the individuals into
experimental and control groups. If the purpose of the
research is to study the setting and its processes,
randomization would disturb the natural processes and
relationships. The randomization process would create
artifical settings in the natural environment. Any
results produced in these artifical settings would
contribute some understanding to our knowledge of the
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processes and relationships about artifical settings. If
we want to learn how natural settings function, studying
the actual setting is far superior to studying the
artifical setting. Since one of the purposes of action
research is to study the setting while changes are
introduced, the application of the randomization process
would render unclear whether changes are due to the
planned interventions or to the randomization process
itself.
A second difficulty in doing research in the
natural environment is the inability to match completely
the characteristics of the participants, and therefore
the settings. Matching could be done at the elementary
level (e.g., number of females or males; number of first
year students, sophomores, juniors, seniors; number of
black, hispanic, or white students). But at the more
critical levels (e.g., coping styles, attitudes,
interpersonal abilities and skills) it would be nearly
impossible to match the settings. Matching floors by
comparable scores on the University Residence Environment
Scale subscales for involvement and emotional support is
a possibility. Even this technique poses enumerable
pitfalls; such as that other URES subscales could
interact considerably to contaminate any true matching.
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Another major difference among basic research, field
research and action research is the orientation. Basic
research and field research attempt to find out the
what's and why's of an issue and thereby contribute to
knowledge. The purpose of action research is to attempt
to resolve an issue in the natural setting as well as
contribute to the theoretical understanding of natural
setting s
.
This study was an action research project to
facilitate person-environment congruency by intervening
in the immediate social environment of the participants.
POPULATION AND SAMPLE
Previous social climate research has generally
surveyed the entire residence hall system (Haase, 1973;
Moss and Gerst, 1974). These studies hav« been valuable
in that they have demonstrated that residence halls have
different social climates.
This study concentrated on one specific building at
the University of Ma ssachusetts- Amherst campus. Coolidge
Tower consists of two residence halls (Upper and Lower)
each having nine floors with 31 residents on each. The
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population in Coolidge Tower is essentially all female
with only six coed floors. Coolidge Tower was selected
for two reasons. First, it was decided by this researcher
that it would be necessary to try to control for the
distinct social climates that two separate residence
halls would have. By focusing on one tower, it is assumed
that the distinct social climates, between two residence
halls are either reduced or controlled. Second, of all
the five residence towers on campus, Coolidge Tower has
been subjectively reported as having the most positive
social climate by three residence hall administrators,
the criteria most often used were damages, discipline
cases, and reported interaction among the residents by
the staff. This positiveness permits the possibility of
interventions producing some effect. It is assumed that
greater expenditure of resources (time, money, people) is
necessary to overcome negative social climates. For the
purpose of this study, these resources were not
available. Also one of the purposes of this study was to
examine the effect of planned interventions. If a
negative social climate does not improve, it can not be
assumed that the interventions had no impact. With a
negative social climate, it would be very difficult to
discern why no changes occurred.
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Two distinct groups within Coolidge Tower were part
of the sample of this study. The first group was the
eighteen resident assistants who were trained to design
and implement environmental interventions. The second
group was the residents on ten selected floors (seven
randomly selected and three matched floors). This second
group was used to evaluate the impact, if any, of the
environmental interventions.
Resident Assistants
. Th e ten selected floors were divided
into three different groups. First, three floors were
designated as control floors. These floors had no
environmental interventions based upon the training
material
.
The second group consisted of three floors that are
matched to the characteristics of the first group. The
criteria to be used were: 1. residence hall (Upper or
Lower), 2. all female or coed floor, and 3. the number of
years experience of the resident assistant. The resident
assistants from the control group were teamed up with the
resident assistants of the second group to design and
implement interventions on the matched floors. This was
done to satisfy the course requirements, as well as to
examine the effect of interventions conducted by a team.
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The third group consisted of four floors randomly
selected to study the impact of individually designed and
implemented interventions by each of the four resident
assistants. The floors were randomly selected according
to the criteria that is found in the control group.
Residents o f the Ten Floors
. Attempts were made to
have all the residents on the ten floors participate in
the evaluation process by sending a letter to all the
residents requesting their partic ipat ion
.
( See Appendix C)
Next, the resident assistants held a floor meeting for
three reasons: to discuss the Christmas party, to
discuss the room choosing process for the spring
semester, and to answer the questionnaires for this
research project. At that meeting the students were given
an option not to participate, or if they wanted to; they
did not have to write their name on the biographical
sheet. The respone rate for all ten floors was 63% with a
response rate range of 40% to 83%.
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PROCEDURES
It has generally been recognized that there are four
major action research strateg ies--diagnostic
,
participatory, empirical, and experimental. Chein, Cook
and Harding (1948) and Nuttall and Ivey (1978) have
discussed these four strategies in detail. For the
purposes of this study the empirical and experimental
strategies were used.
Empirical Action Research Strategy
. This approach
necessitates that accurate records be maintained by the
intervener (change agent or trainer) as to what is done
and the responses. Nuttall and Ivey (1978) have specified
\
that the steps for this strategy are as follows:
1) performing the intervention, 2) keeping a
record of the activities the helper engages in
and the clients’ reactions to those
activities, 3) making an assessment of the
effects of the activities on the clients’, and
4) making changes in the interventions
according to the results(p. 9)
This strategy also is very similar to the clinical
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case study method. Several proponents of this approach
are aware of the inherent limitations, but also
articulate the advantages (Lazarus and Davison, 1971;
Berg and Os tergren , 1 977 ) . Several of these advantages
are: 1. foster understanding of the effects of
innovations in a system that has been disturbed by some
type of intervention, 2. re-examine basic theoretical
assumptions, 3. help in strengthening specific theories,
and 4. examine and refine techniques.
The empirical action research strategy was used to
study the impact of each training session and the overall
impact on the resident assistant. The procedures were as
follows
:
1 Performing the intervention-
assistant participated in a tr
that focused on various com
social environment that stud
in the residence hall.
- the resident
aining workshop
ponents of the
ents experience
2 Record keeping and p
the trainer mainta
modifications to the
comments made during
The resident assis
training session and
with the trainer.
artic
ined
tra
each
tant
share
ipants reactions--
a record of
ining as well as
training session,
evaluated each
that information
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3. Modifications were made that were based upon
the data gathered-- the trainer modified the
training sessions using the information
gathered from observation of the trainees as
well as the resident assistants’ evaluations
of previous sessions.
4 . Part icipants assessment of the activities--
the resident assistants kept an ongoingjournal of their training experiences as well
as significiant events that occurred on the
floors that related to the training material.
5. Final assessment-- the overall training
program was evaluated to determine what was
and was not of value to the resident
assistant
.
Ex per imental Action Re search Strategy
. Of all the four
strategies, this approach approximates the classical
experimental research design. Some of the major
differences between this approach and the classical
approach are: 1) the setting-- action research is done in
the natural setting while classical research is done the
laboratory; 2) Control over the variables-- action
research has limited, while classical has very rigid
control; and 3) explicit purpose-- action research
attempts to resolve a problem, while classical research
attempts to contribute to theory.
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To determine the
action techniques is
relative effectiveness of various
the underlying purpose of this
approach. In order to arrive at the decision that a
particular intervention was effective, it is necessary to
have a comparable or control group. The procedures used
for this strategy were:
1.
Created control groups and then matched the
experimental group with the control group.
2.
The resident assistants in the experimental
group designed and implemented environmental
intedrvent ions and then evaluated such
interventions. The resident assistants in the
control group did not design or implement any
interventions
.
3. Unobtrusive data were collected to determine
whether or not the interventions had any
effect on the dropout rate and the turnover
rate on each floor.
4. The ideal and real forms of the University
Residence Environment Scale were administered
to both the experimental and control groups
to determine if the interventions helped the
residents’ perceived real social climate to
become more congruent with their ideal social
climate, specifically the involvement and
emotional support subscales.
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Instrumentation
A variety of instruments was administered during the
different stages of this study. The instruments used for
each stage are discussed in the following sections.
Empirical Action Research
. During the empirical action
research phase a semantic differential scale was
administered after each training session to the resident
assistants. (see Appendix D) The semantic differential
scale was useful in determining the feelings and
attitudes that the trainees had about each exercise. The
scale can have a variety of subscales such as evaluation,
potency, activity, stability, and tautness. For the
purpose of this study the evaluation and activity scale
would provide the greatest amount of information to make
modifications in the training design.
The final evaluation instrument assessed the overall
impact of each session and of the entire training on the
resident assistants; including how they were able to use
the knowledge and skills gained from the training. Also,
the trainer was evaluated on specific behaviors. (see
Appendix E)
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Experimental Action Research
. Two different types of
instruments were administered during this phase: a brief
biographical questionnaire, and the University Residence
Environment Scale (URES) ideal (I) and real (R) forms.
Biographical Questionnaire
. The biographical
questionnaire asked the respondent certain demographic
facts (e.g. sex, religion, race, class year, college,
hometown size, parents education level). Also, the
respondents were asked about their relationships with the
other members on the floor (e.g. amount of time spent on
floor, satisfaction with other floor members, roommate
relationship, plans to move, if moving what were the
reasons--see Appendix F) . This information is used to
determine the similarity between the floors and also is
used to determine the relationship these characteristics
may have on the social climate of the floor.
»
Un iv ers ity Re s id ence En v ironment Sc ale--
(
U RES-I ) and
( URES-R ) forms . The University Residence Environment
Scale (URES) assesses the social climate of university
living units as perceived by the residents. The URES
measures three dimensions of the social climate
interpersonal relationships, personal development and
growth, and system maintenance and system change (see
Appendix G)
54
The ideal and real forms have been used most
frequently to determine the profile of individual living
units. No psychometric data are reported for the ideal
form. The purpose of the ideal form is to discern the
individual’s goals and value orientation for that
specific unit. The real form assesses the actual social
climate as perceived by the respondent. The psychometric
characteristics indicate that the scale is fairly
reliable and stable. Moos and Gerst (1974) reported that
the subscale internal correlations ranged from a high of
.88 for involvement to a low of .77 for competition and
innovation ( N = 1 3 living groups). The subscale
intercorrelations are only moderately correlated (average
r=.20, N=505 students in the 13 living groups). After one
week and one month the test-retest correlations ranged
from
.67 to .75 respectively. The URES-R has also
demonstrated that it differentiates between various
living units (Haase, 1973; Moos and Gerst, 1974;
Southworth
,
1974).
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Ev aluat ion Procedures.
One of the purposes of action research is not only
to modify a setting but also to contribute to the
theoretical understanding of innovations and settings.
This study examined an innovative attempt to train
resident assistants to design and implement environmental
interventions and also examined the impact of those
interventions on the social climate and social indicators
of the floor. Specific goal statements are formulated to
determine what effect the training had on the
paraprofessionals. Also, several general premises have
been developed along with specifc hypotheses to determine
what effect, if any, the paraprofessionals* interventions
had on the social climate of the floors. Some of the goal
statements and hypotheses are keyed to specific
objectives that were mentioned earlier in the General
Objectives section.
Program Ev aluat ion -- The Training Program .
General Training Goal . The training program will
have a positive impact on the resident assistants
(affectively, cognitively, and behav ioral ly) . The
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specific goals to evaluate this general goal are as
follows
:
Goal £!• Each training session will receive apositive rating by receiving at least 75% of
all possible points on a semantic differential
scale by at least 75% of the resident
assistants (see Objective 1b).
The data will be analyzed by first summing the
points into the two subscales (evaluation and activity)
for each session. Then using the Aggregate subprogram of
the Statistical Package for the Social Sciences (SPSS) it
will be determined whether or not 75% of the resident
assistants gave a 75% or higher rating for each session.
Goal 2 . At the end of the training, the
resident assistants' awareness of the influence
of the social and physical environment on the
behavior of students will be manifested in a
higher frequency of written and verbal comments
by the resident assistants (see Objective 1 c).
All resident assistants' journal notebooks will be
analyzed for the first week and the last week of training
to determine if there is an increase in awareness in the
entries. Verbal comments about the influence made during
class or in causal conversation with the trainer will be
recorded throughout the training sessions.
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Goal # 3 . At least 11 resident assistants (18
minus 3 control res ident a ssis tants times 75%
equal
s
11 ) will design and implement an
env ironm ental inte rvention b ased upon the
training topics and then wil 1 evaluate such
intervention (see Ob ject iv e 1 e) •
To eval uate this behav
i
oral component of the
train ing; the journal en tries
,
the final paper and the
floor residen ts* assessment of the intervention s will be
anal y zed to determine if the tr aine es actually used the
train ing material
.
Hypotheses
.
General Pr emise I—Team Int ervent ions. T e am
interv entions m ore than individual int ervent ions will be
more e ffective in prod ucing significant differences. To
test this prem ise the following hypo theses are
formul ated : ( see Object ive 1e)
1 .The scor es on the involvement and em otional
support sub sc al e s of the ideal form of the
URES wi 11 not be significantly di f ferent
between the team and individual interv entions
floors
.
2 .The scor es on the involvement and em otional
support sub sc al es of the real form of the
URES wil 1 b e significantly different b etwe en
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the team and individual interventions floors.
3. The discrepancy scores between the ideal and
real forms of the URES on the involvement and
emotional support subscales will be
significantly different for the team
intervention floors than for the individualintervention floors.
The data will be analyzed by using the Oneway
Analysis of Variance subprogram of SPSS.
(lener al Premise 11 — Social Climate. The
experimental floors will be significantly different from
the control floors on the actual social climate
involvement
d iscrepancy
these two
between the
and emotional
scores between
subscales 'will
experimental and
support subscales,
the ideal and real
be significantly
control floors. The
Also, the
form for
d if ferent
specific
hypotheses to te st th is gene ral premise are
:
Object ive 2a)
1 .There will be no signi f ic ant differences
betwee n the exp er imen tal and control floors'
scores on the inv olvem ent and em otional
suppor t sub sc al es of the id eal form of the
URES.
2 . There will be s ig nif icant d ifferences between
the ex perim enta1 and control floors’ scores
on th e involv em ent and em otional support
subscales o f th e real form of the URES •
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3. There will be significant differences between
the experimental and control floors'
discrepancy scores on the involvement and
emotional support subscales of the ideal and
real forms of the URES.
4. There will be no difference between the
experimental and control floors on the
remaining eight subscales of the ideal and
real forms of the URES.
The data for these hypotheses will be analyzed by
using first the Oneway Analysis of Variance to compare
the experimental and control floors.
General Premise III — Social Indicators . The social
indicators (e.g. dropping out of college and the turnover
rate within the residence hall system) will be
significantly different for the experimental floors than
for the control floors. To test this premise the
following hypotheses are formulated: (see Objective 2b)
I.The drop out rate from the university for any
reason will be significantly higher for the
control floors than for the experimental
floors after the training and interventions
are completed
.
2. The students moving off the floor to either
another floor or to another residence hall
will be significantly higher for the control
floors than for the experimental floors.
The data for these two hypotheses will be analyzed
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bv using the Oneway Analysis of Variance subprogram of
SPSS to compare the experimental and control floors.
General Pr emise IV —Demographic al Information
. It
is important to determine that demographic
characteristics are not different between the
experimental and control floors. The general premise is
that these characteristics are not different between
similiar floors nor do these characteristics
significantly influence the social climate or social
indicators. To test this premise the following hypotheses
are formulated:
1 . There will be
between the all
coed floors on
(class year, sex
no significant differences
female floors nor between the
demographic characteristics
,
college, etc.)
The data will be analyzed
subprogram of SPSS to determine
is significant.
by using the Crosstabs
the chi square and if it
2. There will not be a significant difference
between the all female floors and the coed
floors on the involvement and emotional
support subscales of the ideal form of the
URES.
3. There will be a significant difference
between the all female floors and coed floors
on the involvement and emotional support
subscales of the real form of the URES.
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The data for these two hypotheses will be analyzed
by using the Oneway Analysis of Variance of SPSS to
determine the differences between the floors.
There will not be a significant difference
between the all female floors or between the
coed floors on demographic characteristics
and dropping out of college for personal
reasons or moving to another floor or
residence hall.
The data for this hypothesis will be analyzed by the
Crosstabs subprogram of SPSS to determine the chi square
and if it is significant.
f.onornl Pr em i se V--Mul tivariant An tlysis . The
general premise is that many factors will influence the
social indicators and the social climate with the
interventions having the greatest effect. To test this
premise the following hypotheses are formulated:
I.The social climate (real and the discrepancy
scores between the ideal and real forms) on
the involvement and emotional support
subscales will be significantly different for
the experimental floors due to the type of
intervention (team versus individual versus
none); the type of floor (all female versus
ooed ) ; the location of the floor (Upper or
Lower residence halls); and specific
characteristics of the floor (3 elevators
stopping versus 1 stopping, washing machines
versus no washing machines on the floor''.
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2. The social indicators will be significantly
different for the experimental floors due to
the type of interventions (team versus
individual versus none); the type of floor
(all female versus coed); the location of the
floor (Upper or Lower residence halls); and
the specific characteristics of that floor (3
elevators stopping versus 1 stopping, washing
machines versus no washing machines on the
floor)
.
The data for these two hypotheses will be analyzed
by using the Multiple Regression
Correlation subprograms of SPSS.
and Canonical
CHAPTER IV
THE EVALUATIONS OF THE TRAINING SESSIONS
AND THE SOCIAL SETTINGS
Introduction
Two factors influence the organization of this
chapter. The first factor can be found in the methodology
section. Two different action research strategies were
discussed in that section. The empirical action research
strategy involves evaluating various components of the
training programs. Three program evaluation goals were
formulated to determine the impact the training had on
the trainees. In the experimental action research
strategy, several hypotheses were developed to determine
if the trainees were able to influence their social
environments
.
The second factor to influence the structure of this
chapter is based upon the work of Hamblin (1974). His
book, Ev aluation and Control of training
,
sets out five
different levels that industrial evaluations should be
concerned over (reactions, learning, changes in job
behavior, changes in the organization, changes in the
achievement of ultimate organizational goals). A brief
discussion of these five levels will demonstrate their
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pertinence to this dissertation, specifically this
chapter. Modifications to his five levels are necessary
to make them appropriate to education and human services.
Reactions to training exercises occur and are
complex. Because of the complexity of the reactions,
Hamblin states that it is essential to specify what kinds
of reactions are expected from the trainees. Once these
are determined, the next step is to evaluate whether or
not these reaction objectives have been met.
The purpose of evaluating the actual learning is to
determine whether or not the individuals have acquired
the ability to feel, think, and/or behave in new ways.
Because the trainees might acquire unanticipated
learning, it is also necessary to specify the expected
learning objectives. Hamblin discussed three conditions
that must be satisfied before the learning objectives can
be achieved.
1. Trainees must have the basic aptitude
(intelligence, personality, dexterity, etc.)
to be able to acquire the desired knowledge,
skills, and attitudes.
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2. The trainees’ existing state of learning(knowledge, skills, and attitudes) must be
compatible with the assumptions made in the
training objectives.
3.Trainess must react favorably to the
training. This does not necessarily mean that
they should like the training; it means that
their reactions to it should not be
incompatible with the learning objectives. At
least, it means that trainees should be
receptive to the training (p. 18).
The third level evaluates whether or not the
training led to actual differences in the individuals
behavior outside the training sessions. This is
essentially the problem of transferring one’s learning
and applying it. As with the other two levels, specific
job behavior objectives need to be determined for
evaluation to take place.
One of the main purposes of training staff members
in any organization is to eventually see an improvement
in their functioning which then leads to an improvement
of the functioning of the organization. In order to
evaluate whether or not organizational functioning
occurs, specific organizational objectives need to be
spelled out.
The final level of Hamblin’s training evaluations
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is the organization’s ultimate values (By what measure
does the organization use to determine its success or
failure?). This criterion can be used to evaluate the
overall success of the training program.
This brief discussion of Hamblin's approach is not
to be taken as an uncritical analysis. Evaluation of the
last two levels especially the last one is very difficult
and complex. Many internal and external forces may
interact together and have unforeseen consequences. The
purpose of conceptualizing the training evaluation
process, using Hamblin’s approach, is to determine at
what point(s) did the training succeed or fail. This
would allow corrective action to take place, if
necessary
.
The two different action research strategies can be
easily intergrated into four of Hamblin's five levels. As
can be seen by the chart below, the action research
strategies are highly compatible with Hamblin's levels.
Fiqure 4
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Comparison of Hamblin's Model
and Action Research
Hamblin’ s four Ac t i on Research
Ev al uation Levels Empirical Strategy
1 . Reactions to 1 . Evaluation of each
training training session
2. Learning 2. Final Evaluation
3. Behavior changes 3. Environmental
Interventions
Ex pe rimental Strategy
4. Organization 4. Social Climate
Functioning Hypotheses
The remaining parts of thlis chapter will d
the results for each of the program evaluation goals.
The Training Program
Introduction .
The training
was experiential
model developed for
The trainees were
this dissertation
to focus on the
to their social
have discussed
framework of
immediate here and now and
settings. Middleman and
two dimensions found
relate it
Goldberg (1972)
in the general
then
exper iental
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learning - structure
Combining these two dimensions, four
training situations emerge (examples
quadrant)
:
and interaction,
different types of
are given in each
Fiqure 5
Training Dimensions
Structure
Interactional
Interaction
Noninterac tio
This training model used three of the four quadrants
in developing exercises. The one exception was the
nonstruc tured interactional. Listed below are the nine
training sessions. Alongside each session is the quadrant
each exercise belonged.
Structured Nonstruc tur ed
Simulations T-Groups
In struments Sensory Awareness
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Figure 6
Training Sessions and Training Dimensions
Session
1
.
, Clar if ication of Roles
2.. Over v i ew
3., Nomi na 1 Group Process
4.
. Soci al Cl imate
5.. Phy
s
ic al Space
6,. Copi ng and Adaptation
7,.Soci al Supportive
Net wo rks
8,. Inf 1 uencing the
Influ ential
s
9,. Ev al ua tion Process
Quadrant
Struc tur ed Inte ract ional
Lecture
Struc tur ed Inte ractional
Struc tur ed
Noni nterac
t
ional
Nonstruc tur ed
Noni nterac ional
St rue tur ed
Noni nteract ional
Struc tur ed
Noni nteract ional
Struc tur ed Inte ractional
and Noninte ractional
Lecture
Each exercise generally had the following format: 1)
goals for the exercise presented, 2) participation in
some type of exercise, 3) discussion of possible
interventions, and 4) evaluation of the session.
There were two overall goals that had been developed
for the training program. They were:
.At the end of the training, the trainees
would know and be more aware of the influence
that social and physical environments have on
students in the residence halls.
1
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2. At the end of the training, the trainees
would develop at least one intervention based
upon the training.
The underlying goal of the training was to increase
the levels of involvement and emotional support of the
floors (organizational functioning within Hamblin's five
levels)
. This was explicitly stated to the
paraprofessionals.
At this point it is important to note the problems
that occurred from the beginning to the end of the
training. It is difficult to quantify the impact of some
of these problems. Awareness of the extent of some of the
problems did not occur until considerable time and energy
had been expended.
As was initally planned, the training was to start
when fall classes began. Unfortunately, this did not
occur. The inital negotiations during the previous spring
had to be renegotiated because of new staff members. It
was not until the fourth week in the semster that the
training actually began. This delay created within the
trainer a sense of time pressure. Wanting to get through
all the material but not sure of having enough time to
cover it indepth, was the greatest pressure.
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Added to this delay in getting started, was the time
that the training was held. It was decided by the
Coolidge head of residences and the trainer that Sunday
night would be the most convenient time. The reason for
this time slot was that all the paraprofessional s would
be around then, because of staff meetings. The specific
time of the training was Sunday night from 8 to 10 PM
(right after staff meeting). It is difficult to gauge the
impact on the students going first to a staff meeting
then to this training. The trainer became aware of a
fatigue factor that was occurring.
Another problem connected to the Sunday night time
slot was the conflict it created for some students.
Sunday was a night for some students to spend studying
for upcoming exams and papers for their Monday and
Tuesday classes. This lead some students to inform the
trainer that they would not be at a class because of
homework. Another conflict that arose was a religious
one. Two Jewish holidays occurred on weekends during this
semester. Several students did not attend class so they
could go home to observe the holidays with their
families
.
Several other factors occurred during the semester
in the residence halls and on campus in general that may
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have had an indirect effect on this training. One of the
three head of residences is designated as the tower
coordinator. This position is responsible for general
administrative and programming for the entire tower. This
position was vacant for the entire semester. This
increased the work load on the other two head of
residences by having to do the work and also recruit a
new staff member. This had a very wearing effect on these
two staff members.
Also at the beginning of the semester, there were
four paraprofessional positions that were vacant. Those
positions were not filled until the fourth week of the
semester. Three of these paraprofessional s are included
in this study. All three are in Coolidge Lower House and
just by chance were randomly placed as follows: team
intervention-coed; individual intervention-coed; control
group- female
.
Less direct influence than the above was the showing
of the popular movie, An imal House
,
at a local theater.
Several staff members commented about the floors having
toga parties and the seemingly increased drinking and
violence in the residence halls. Exactly what impact this
had on the training is unknown.
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Program Ev aluat ion . Each program evaluation goal will be
examined to determine whether or not it was achieved. The
discussion on the first goal will describe each training
session in detail, if it was modified from the initial
plan. The results of the semantic differential will be
presented and discussed. Goal two will be presented along
with the difficultly in evaluating it. The third goal
will then be presented and discussed.
Goal //
1
. Each training session will
receive a positive rating by receiving at
least 75% of all possible points on a
semantic differential by at least 75% of
all the resident assistants.
For each training session to successfully achieve
this goal requires that at least 75% of the
par apr ofess ional s give a total rating of 54 points out of
72 points. For each of scale items the ratings have to be
6 out of 8 points. (Note: on the scale the items go from
1 to 8. For computation and interpretation purposes the
numbers were recoded. Therefore, 1=8; 2=7; 3=6; and so
forth)
.
Session 1 - Clarification of Roles . When the trainer
asked to help the parapr ofessional s to clarify theirwas
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roles, this session was not viewed as an integral part of
the training. In fact it was viewed as a separate
training not related to the overall goal set out. This
lead to two related behaviors of the trainer. First no
attempt was made to integrate the content and process of
this session to the remaining sessions. A second behavior
was the failure to evaluate the session on the semantic
differential. A highly subjective and biased evaluation
did occur. A great many of the participants came up
afterwards to the trainer and gave positive comments
about the value of the session.
Se ss ion - Overview . (N = 15) This entire session was
a lecture which presented theories of social ecology,
methods of action research, and the process of the
training sessions. Unfortunately, this session was not
evaluated. The final evaluation will show why no one came
up afterwards to give positive comments.
Session 3 - Nominal Group Process . There were no
changes that were made to this session. The topic that
was used to illustrate the process was "How can we
75
provide support to one another including the head of
residences? " Eight students volunteered to participate in
the exercise with the remaining members being observers.
Considerable number of supportive ways were generated by
these students. The discussion after the exercise
indicated that the parapr ofessional s did not think this
method would work on their floors. Only one participant
verbally supported this approach.
Ev aluation of this session . The results of the
semantic differntial clearly demonstrate that this
exercise did not attain the stated goal. Slightly more
than a third (38.89%) gave this session a score of 54 or
higher. The summated mean was 47.89 with a standard
deviation of 10.82.
When the individual scale items are examined, no
item achieved a rating of 75% by 75% of the
paraprofessionals.
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Table 1
Nominal Group Process Evaluation
Individual Scale Items
% of those who mean stand ard
gave a score of d ev iat io
6 or higher
CLEAR-UNCLEAR 50.0 5.39 2.03
VALUABLE-WORTHLESS 50.0 5.33 1.91
SUCCESSFUL-UNSUCCESSFUL 66.7 5.62 1
.
36
ACTIVE-PASSIVE 38.9 4.28 2.72
PLEASANT-UNPLEASANT 50.0 5.11 1 . 97
ORDERLY-CHAOTIC 72.2 6 . 06 1 .98
MEANINGFUL-MEANINGLESS 61 . 1 5.72 1 .67
INTERESTING-BORING 55.6 5.44 1 . 82
EXCELLENT-POOR 38.9 4.83 1 .76
Close examination of Table 1 reveals several factors
worth further elaboration. Only one item had almost 75%
of the respondents giving a score of 6 or higher
(ORDERLY-CHAOTIC) . This would be influenced by the
structure of the exercise which was highly structured and
orderly, the other other items were not even close to
achieving the expected percentage. These items ranged
from 38.9% to 66.7% of the participants giving a rating
of 6 or higher.
When the means and standard deviations are examined,
additional information is gathered about the evaluation
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of this exercise. Of the nine items, one had a mean of 6,
six had means between 5.11 and 5.72, and two had means
below 5. The important factor is the standard deviations.
Of the remaining training sessions, none had standard
deviations as high as this session. Closer review of the
evaluation forms demonstrated the extreme ratings given
to this exercise. One possible explanation is that most
of the eight volunteers who had participated in this
exercise gave it a high rating. The observers who were
inactive, gave lower ratings. In fact several of the
written comments reinforce this interpretation.
Even those who gave positive ratings, stated their
uncertainity about this method being appropriate for
their floors.
Se ss ion - Social Cl imate . Considerable number of
changes occurred in this session. The order of the two
exercises was rearranged. The students first rated their
ideal floor and then their real floor on the Social
Atmoshpere semantic differential scale (see Appendix H)
.
This exercise worked well.
The second exercise required the paraprofessionals
to rate the floor above and below them as they perceived
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those floors to be. The underlying assumption was that
the para professionals were well aware of these other
floors. After this exercise was presented, many
participants commented that they had limited interaction
with these floors, but that they had some intraction with
other floors. This was due to their friendship with the
parapr ofessional s on those floors. They would visit each
other and discussed events that were happening on each
other’s floors. They also came to know the students on
each other’s floors. It was through this process that
they became aware of the social climate on each other's
floors
.
The revised exercise involved the paraprofessional
s
rating two floors that they had some knowledge of what
the social climate was like. The scales were posted on
the wall and each participant went around to the floor
sheet they were rating and wrote their responses down.
After all the rating were done, the parapr ofessional
s
from Coolidge Lower and Coolidge Upper met separately to
discuss each others sheet.
Evaluation of this session . (N=16+1) The session did
not attain the stated goal. Although unlike the Nominal
Group Process, a larger number of participants gave a
score of 54 or higher. Sixty percent of the participants
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gave a score of 54 or higher, the summated mean was 54.13
with a standard deviation of 8.66. As can be seen, the
summated mean was 75% of the possible 72 points, but only
60% of the participants were actually above the mean
,
Table 2
Social Climate Evaluation
Individual Scale Items
% of those who mean stand ard
gave a score of d ev iat ion
6 or higher
CLEAR-UNCLEAR 87.5 6.50 1 .26
VALUABLE-WORTHLESS 75.0 6.00 1 .51
SUCCESSFUL-UNSUCCESSFUL 68.7 5.88 1 .41
ACTIVE-PASSIVE 62.5 5.81 1 .72
PLEASANT-UNPLEASANT 81.2 6.25 1 .29
ORDERLY-CHAOTIC 62.5 5.56 1 .31
MEANINGFUL-MEANINGLESS 68.7 5.88 1 .63
INTERESTING-BORING 81.2 6.13 1 .45
EXCELLENT-POOR 53.3 5.13 1 .13
Four items achieved the state intend ed goal of a
rating of 6 or higher by 75% of the participants
.
Four
other items had almost two thirds of the participants
giving a rating of six plus. The very last item
( excellent-poor) had the lowest mean and the fewest
number of individuals who gave a rating of 6 or higher.
This might be a reflection of their overall assessment of
the session.
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The written comments were generally positive toward
the exercise. Several participants commented that it was
valuable to 1) think what they ideally wanted their floor
to be like and what it actually was like, and 2) to learn
what the perceptions of outside members were of their
floors
.
The negative comments by some were: a lack of
clarity as to the purpose of the exercise (even though it
was listed on the handout); the exercise was too general;
and it did not deal with specific intervention
strategies.
A final note is that after this session, there was
one participant who did not complete the evaluation form.
Although that individual did attend every session.
Session 5 - Physical Space . Based upon the
evaluations and comments made during the previous
sessions, several alterations of this session occurred.
First, a brief mini-lecture was given to reiterate what
the focus of the training was - action research (the
process) and per son- env ironment interaction (the
content). Previous sessions demonstrated two different
methods to gather data - group process and semantic
differential. This session’s process approach was to use
participant observation techniques. All of this was made
more explicit than in previous sessions. Another change
that occurred was that the goals were discussed in
greater detail than previously. What was astonishing was
that several trainees did not read the goal statements
that were listed on the handouts. The goals statements
were put on newsprint and discussed.
In the original training design, three exercises
were planned. Because of time limitations only one
exercise was used. In the previous two sessions, time had
run out before all the material was explored in depth.
The specific exercise used is found in the revised
training design (see Appendix B)
.
After the mini- lecture
,
time was allocated to
discussing possible interventions. These interventions
were then presented to the entire group (see Appendix I).
Ev aluation of this session . (N = 12 + 1) This was the
first session that achieved the goal of having 75% of the
participants give a summated mean rating of 54 or higher.
Eighty three percent of the participants gave this
rating. The summated mean was 62 with a standard
deviation of 7.20. The range of scores was from a low of
49 to a high of 71.
When each scale item is examined, it is evident
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that all of them achieved a rating of 6 or higher by all
of the participants.
Table 3
Physical Space Evaluation
Indiv idu al Scale Items
% of those who mea n stand ard
gav e a score of devia tion
6 or higher
CLEAR-UNCLEAR 91 .7 7. 50 .67
VALUABLE-WORTHLESS 91 .7 7. 00 1 .21
SUCCESSFUL-UNSUCCESSFUL 100 .0 7. 17 .72
ACTIVE-PASSIVE 91 .7 7. 00 1 .21
PLEASANT-UNPLEASANT 83 .3 6. 58 1 .4 4
ORDERLY-CHAOTIC 83 .3 6 . 33 1 .72
MEANINGFUL-MEANINGLESS 91 .7 7. 00 1 • 13
INTERESTING-BORING 100 .0 7. 08 .90
EXCELLENT-POOR 91 .7 6. 33 .89
Six of the means hav e a score of 7 or h igher
,
along
with smaller deviations. Of the nine i terns two had 1 00%
of the participants give a 6 or higher and five item s had
over 90% of the partic ipants give 6 or higher
.
The
written comments affirmed the results of the scale items.
The trainees found this session to be
meaningful, and valuable.
One point of caution has to be
point of time in the semseter,
very clear, active,
mentioned. At this
the students were
experiencing considerable acad em ic
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pressure due to
midterms and papers. They also were encountering many
problems on their floors as the first year students were
experiencing for the first time a series of major exams.
Due to the academic pressures, several students indicated
to the trainer that they would not attend class so they
could prepare for upcoming examinations on Monday or
Tuesday. This explains part of the high absentee rate for
this session. The reasons why others were not at class
were unknown.
Se ssion 6
_
- Coping and Adaptation
. Several changes
were made in this session from what was originally
planned. The goals of the session became more oriented to
increasing the trainees awareness of their own coping and
adaptation styles. The original goals had a focus on both
the trainees and the floor members coping. Some of the
feedback from previous sessions seemed to indicated that
personally relevant information was of high value to the
partic ipants
.
Time was another factor that influenced the
structure of this session. In previous sessions too much
was planned for the allocated time. The consequence of
this problem was that the material was rushed through and
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not covered in depth. Initially, two major activities
were planned for this session; but because of time
constraints, the second activity was reduced in scope.
The revised session can be found in Appendix B.
Ev al ua t ion o f this session
. This session received a
summated rating of 54 or higher from all the
participants. The overall mean was 62.85 with a standard
deviation of 5.21. The range of scores was from a low of
54 to a high of 71. Another point to be made about the
overall rating is that slightly more than half of the
participants (54.8%) gave a rating of 62 or higher. This
is 87% of all the possible points.
Examination of Table 3 shows that all the
participants gave a rating of 6 or higher on all nine
scale items. The Four of the items had a mean of 7 or
higher, four had means between 6.5 and 6.99; and one had
a mean below 6.5 (ACTIVE-PASSIVE). This last item is not
surprising as this was a structured noninterac tional
exercise
.
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Table 4
Coping and Adaptation Evaluation
Individual Scale Items
% of those who mean stand ard
gave a score of d ev iation
6 or higher
CLEAR-UNCLEAR 92.3 6.92 1.38
VALUABLE-WORTHLESS 100.0 7.23 .73
SUCCESSFUL-UNSUCCESSFUL 100.0 7.38 .65
ACTIVE-PASSIVE 84.6 6.46 1 .39
PLEASANT-UNPLEASANT 84.6 6.62 1.33
ORDERLY-CHAOTIC 92.3 6.62 1.56
MEANINGFUL-MEANINGLESS 100.0 7.62 .51
INTERESTING-BORING 100.0 7.23 .73
EXCELLENT-POOR 100.0 6.77 .60
The high ratings give a good indication of the
positive attitudes the parapr ofessional s had toward this
session. Written comments indicated that the most
valuable aspect of the session was increased self
awareness and how that related to their job and floor.
Session 7 - Social Supportive Networks . The ratings
from the previous session clearly illustrate that the
trainees were favorably inclined toward increased self
awareness. The goals for this session were modified to
focus specifically on increased self awareness, as well
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as increased awareness of their floor’s social network.
.Evaluations of this session
. ( N = 1 5+1 ) This session
achieved the stated goal that 75% of the participants
would give a summated rating of 54 or higher. The actual
percentage was 86.67. The mean and standard deviation was
61.93 and 6.86, respectively. The range of scores was
from a low of 48 to a high of 71.
Table 5
Social Supportive Network Evaluation
Individual Scale Items
% of those who mean standard
gave a score of deviation
6 or higher
CLEAR-UNCLEAR 100.0 7.47 .64
VALUABLE-WORTHLESS 100.0 7.07 .799
SUCCESSFUL-UNSUCCESSFUL 93.3 6.87 .99
ACTIVE-PASSIVE 86.7 6 . 60 1.298
PLEASANT-UNPLEASANT 93.3 6.67 1.11
ORDERLY-CHAOTIC 93.3 6.73 .88
MEANINGFUL-MEANINGLESS 100.0 7.00 .76
INTERESTING-BORING 93.3 7.20 1.08
EXCELLENT-POOR 80.0 6.33 1.35
Table 5 illustra tes that most of the participants
gave very high raiting s for each of the nine items
.
The
f ir st item ( clear- unci ear) refl ects that the participants
felt the pur po se of this session was very clear
.
The
items clear, valuable, meaningful, and interesting had
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means above 7.0. Successful, active, pleasant, and
orderly; all had means between 6.5 and 6.99; while the
excellent scale item had a mean below 6.5.
The written comments continued to affirm the
positiveness that was reflected in the semantic
differential items. The negative comments involved the
length of the session (too long or too short), and
increased awareness of one’s own confusing supportive
network
.
In fluencing the In f 1 uent ial
s
. The only change in
this session from what was originally planned was the
addition of another goal - "1
. To become aware of who the
influential members are among the resident assistants
( parapr ofessional s) . " The method of measurement was a
sociometric instrument. As can be seen by the items, they
all have a positive orientation (Figure 7). This was a
conscious decision by the trainer for two reasons. First,
it was felt that bringing out negative factors when the
trainer had no intention of helping to resolve the
problems would be unethical. And second, negative
comments could be disruptive to the purpose of the
training session
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Figure 7
Nominations of Influential Paraprofessional
s
(nominate 2 members on your
staff, do not include yourself)
1.
Which persons can most influence others to change
their opinions?
2.
Which persons are most highly accepted by thegroup?
3
.
Which persons are most ready to support members?
4.
Which persons have sought to help in the
resolution of differences between others?
5.
Which persons have wanted the group to be warm,
friendly and comfortable?
6.
Which members have done the most to keep the group
1 iv ely?
After the students filled out this instrument and
discussed the results; the mini-lecture focused on
factors that make individuals influential (interpersonal
and technical skills, having information, and personal
power). The trainees were then asked to think of the
members on their floor. Next, they should consider who
they would nominate for each of the six questions and
why. Then the trainees discussed the results with two
other members.
Ev aluation of this session . (N = 12+1) Eleven of the
twelve participants (91.7%) gave a summated rating of 54
or higher. While this was the second highest rated
session, it also had the highest mean of all the
sessions. The summated mean was 63.5 with a standard
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deviation of 6.56. The range of scores were from a low of
50 to a high of 71. Over 50* of the participants gave a
rating of 65 or higher.
Table 6
Influencing the Influential Evaluation
Individual Scale Items
mean% of those who
gave a score of
6 or higher
standard
deviation
CLEAR-UNCLEAR 100.0 7.33 .65
VALUABLE-WORTHLESS 100.0 7.50 .798
SUCCESSFUL-UNSUCCESSFUL 91.7 7.00 1 .21
ACTIVE-PASSIVE 91.7 7.08 1.17
PLEASANT-UNPLEASANT 100.0 7.17 .72
ORDERLY-CHAOTIC 83.3 6.75 1 .42
MEANINGFUL-MEANINGLESS 91.7 6.83 1 .27
INTERESTING-BORING 100.0 7.17 .84
EXCELLENT-POOR 83.3 6.67 1.37
All the scale items had more than 85% of the
participants give a rating of 6 or higher. In fact four
of the items had every participant giving this rating.
When the means are examined in table 6; six of the items
are above 7.0, and the remaining three have means between
6
.
50 and 6.99.
Unlike previous session, the written comments
contained no negative statements. This session seemed to
very positive impact on the individualshave had a
judging from their comments.
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—
v aluatj
-°rc Process
. This class served two purposes.
One was to discuss the evaluation process as it pertained
to their interventions. The second purpose was to review
the training program. The method used was lecture and no
changes were made from what was originally planned.
Evaluation o f this se ss ion
. (N=7+1) At the time of
the semester this session was held, the students faced
another round of papers and examinations. The low
attendance at this session can be partly attributed to
this factor. Because of the low attendance, one or two
individuals can have a significant effect on the ratings.
Each person’s rating constituted 14.3% of the total
rating
.
This session missed reaching the stated goal of 75%
by less than 4%. Of the 7 participants, 71.4% gave a
rating of 54 or higher. The summated mean was 56.57 with
a standard deviation of 8.72, while the range of ratings
went from a low of 45 to a high of 70.
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Table 7
Evaluation Process Evaluation
Individual Scale Items
% of those who mean standard
gave a score of deviation
6 or higher
CLEAR-UNCLEAR 100.0 7.29
. 76
VALUABLE-WORTHLESS 100.0 7.14
. 90
SUCCESSFUL-UNSUCCESSFUL 85.7 6.86 1 • 35
ACTIVE-PASSIVE 28.6 4.43 2.15
PLEASANT-UNPLEASANT 57.1 5.43 1.51
ORDERLY-CHAOTIC 100.0 7.57 .79
MEANINGFUL-MEANINGLESS 85.7 6.86 1.46
INTERESTING-BORING 58.1 5.57 1 .62
EXCELLENT-POOR 43.9 5.43 1 .81
This session prod uced the most radically d if ferent
ratings than those of any other ses sion . Close
examination of Table 7 clearly <i emonstr ates this . Five of
the items had 75% of th e parti<Dipants give a rating of 6
or higher. Three items had around 50% of the part ic ipants
give this rating. One item had only 28% par ticipants
respond in a similar ma nner
.
The participants saw this session as bei ng clear,
valuable, successful, orderly
,
and meaning ful
.
A slight
majority felt it to be pleasant and interesting; while
slightly less than half saw it being excellent. A little
more than a quarter of the participants saw it being
92
active. This last item is not unexcepted as it was a
1 ec tur e
.
The means clearly reinforce the above mentioned
paragraphs. The five items that achieved the stated goal
of 75%, had means above 6.86. The remaining four items
had means below 5.5 with one being 4.4.
The written comments were generally positive. They
emphasized the value of reviewing what the training had
covered and how each session was interrelated. The
important thing to note here is that there were no
comments about the evaluation process. Apparently, that
part of the session had little or no impact on them.
Summary o f Goal //
1
. Because the initial goal stated
that each session would achieve the stated percentages,
this goal was not achieved. Four of the seven sessions
did achieve the goal. The positive and negative ratings
will be relected in the results of the remaining goals.
Goal £2. At the end of the training, the
resident assistants’ awareness of the influence
of the social and physical environment on the
behavior of students will be manifested in a
higher frequency of written and verbal comments
( see Ob j ect iv e 1c).
Evaluating the journals was hopefully a way of
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determining what learning actually occurred over the
semester. Unfortunately, the condition of the journals,
do not permit any in-depth analysis. At the beginning of
the semester the participants were informed that the
journals would be part of the grade. Four students handed
in no journal, three handed in only their summary, and
five handed in very sketchy journals. With 25% of the
participants handing in usable journals, any statement
about this goal being achieved would be erroneous.
Instead of relying on the journals to determine what
learning occurred, an alternative approach can be used.
Sixteen of the eighteen participants completed a final
evaluation questionnaire (see Appendix E).
The final evaluation contains four sections: 1)
evaluation of the usefulness of each session; 2)
usefulness of the training by increasing trainee's
knowledge, awareness, and skills; 3) open ended comments
about the training; and 4) evaluation of the trainer.
Since the original goal is no longer appropriate, the
following sections will report the results of this final
evaluation.
1. Evaluation of the usefulness of each session .
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(N=16) The 75% criterion for Goal #1 will be used to
determine how useful each session was. The numbers on
the questionnaire are recoded for ease of computation and
interpretation ( 1 =6 , 2=5
,
3=«
,
*1=3 =
,
5 = 2 , 6 = 1 ) . The higher the
score, the more useful that session was viewed by the
individuals. The range of the ratings were from 1 being
very useless to a 6 being very useful.
Table 8
How Useful Were the Training Sessions
% of those who mean
gave a score of
5 or 6
Clarification of Roles
Social Ecology Lecture
Nominal Group Process
Social Climate
Physical Space
Coping and Adaptation
Social Supportive Network
Influencing the Influentials
Evaluation Process
71.4
40.0
46.7
73.3
76.9
61.5
78.6
70.2
36.4
of the participantsOnly two of the sessions had 75%
standard
d ev iation
5.14 .86
4.33 1 .18
3.73 1.49
5.00 .76
5.15 .99
4.77 .73
5.43 1.02
5.15 1 .07
4.36 1.29
give a rating of 5 or 6 (Physical Space and Social
Supportive Networks) . Three other sessions had between
70% and 74.9% of the participants give a similar rating
(Clarification of Roles, Social Climate, and Influencing
the Influentials). Almost two-thirds of the participants
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gave the Coping and Adapatation session a 5 or 6. The two
lecture and the Nominal Group Process session received
low ratings as to usefulness.
The Nominal Group Process and the Evaluation Process
sessions’ low ratings confirmed the attitudes the
individuals expressed on the semantic differential. It is
unclear as to why the lecture sessions were rated low.
There are two possible reasons. One explanation is the
students’ dislike for lecture and preference for more
active participation. Some evidence supports this in the
responses to the open ended comments which will be
discussed later. A second explanation is the trainer’s
lecture style. There is conflicting information for this
explanation. This will be discussed in the trainer
evaluation section.
2. Usefulness
knowledge
,
awareness
,
asked three questions
the training.
of the training by i ncreasing
and ski 11s . The participants were
as to their general learning from
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Table 9
Impact of Training on
Increased knowledge
about people and
their environments
Increased skills to
intervene at the
floor level
General Learning
% of those who
gave a score of
5 or 6
87.5
25.0
mean standard
deviation
5.00 .52
4.56 1.15
3.81 .91
Increased awareness of 50.0
myself and my relationship
to my environments
The first question demonstrates the positive impact
that the training had on the cognitive dimension as
perceived by the trainees. From then on there is a
progressive decline in the percentages and the means in
the other dimensions. The affective category is lower and
then the skill development is the lowest. From this, it
could be concluded that the students did learn new ways
of understanding how environments influence behavior, how
they themselves are affected by environments and finally
they did not learn new skills to help them. The training
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was perceived not to be very useful in learning new
skills to intervene into the social and physical
environments
.
Most of the written comments reflected the ratings
training increased knowledge but no help in
intervening into the floors.
3
.
Open end ed comments about the training
.
There was
one close ended and four open ended questions in this
section. The participants were asked their overall rating
of the training. Slightly less than half (43.7%) gave a
rating of a 5 or 6. The overall mean was 4.5 out of 6
with a standard deviation of .816. The range of ratings
was from a low of 3 to a high of 6.
The four open ended questions are discussed in the
following section.
"Which topics would you eliminate?" Several people
gave more than one response to this question. Two
sessions standout that the participants did not care for
at all - the social ecology lecture (N=7) and the nominal
group process (N=5). What was surprising was finding the
evaluation process lecture not included by more than one
individual. It appears that the first lecture’s content
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did not help to put the course in perspective as it was
hoped
. It would seem to be more appropriate to have that
lecture near the conclusion of the training session, if
it should appear at all.
"What additional topics should be included?"
Analyzing the data for this question, clearly illustrates
what the needs of the parapr ofessional s are and how they
were not met through this training. Eleven of the
responses to this question involved one general issue —
—
dealing with the paraprofessionals* problems on the
floor. Specific examples were: dealing with
" incorr igibles and outcasts"; health, drug, and alcohol
problems; and emotionally disturbed or upset individuals.
Four responses were given to have counseling, crisis
intervention, communication skills, or assertive training
included in future training programs. The participants
were clearly oriented toward more specific issues rather
than the more global issue of person-environment
interaction and congruency.
"What would you change about the format of the
training?" Several of the comments made, reitereated what
was stated in the previous question. Five responses
indicated no change was necessary; four mentioned not
having the training on Sunday night; and three wanted
more discussion and
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less lecture. Those who wanted to
have more discussion, also wanted to have discussions on
floor problems.
"What was the most beneficial to you? Least
beneficial?” Some of the sessions that had the highest
ratings on the semantic differential scale and the first
section of this final evaluation form were frequentialy
mentioned as being most beneficial. Two sessions stood
out from the written comments — social supportive
networks ( N = 7 ) and influencing the influential ( N = 5
)
After these two session; the social climate (N=2),
physical space (N=2) and coping and adaptation (N=2)
sessions were also mentioned as being beneficial.
From previous comments, the ratings on the semantic
differential, and the final evaluations; it is obvious
which sessions were felt not to be beneficial. The social
ecology lecture C N = 4 ) and the nominal group process (N = 3)
were the most frequently mentioned. There were other
aspects that were given but they were mentioned only
once
.
4. Evaluation of the Trainer. ( N = 1 6 ) There were
five questions that asked the participants to rate the
trainer. A high score (6) indicates the trainer was very
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much that way,
opposite
.
while a low score (1) represents the
Table 10
Evaluation of the Trainer
% of those whomean
gave a score of
5 or 6
standard
dev iation
HELPFULNESS
OPENNESS
INTEREST
RESPONSIVENESS
ACCESSIBILITY
80.0 5.07 .88
93.7 5.56 .63
93.7 5.63 .62
75.0 5.13 .81
72. H 5.29 .91
Four of the five items had 75% or higher of the
participants give a rating of 5 or 6. As can be seen by
Table 11 all of the means are 5 or above. The one item
that fell below 75% was accessiblity . There were only two
days that the trainer was available. Another
interpretation of accessibility is a psychological one.
It is possible that individuals may have been using
different interpretations of the term. Therefore it is
difficult to determine what modifications are necessary
in the trainer’s behavior.
The written comments were very positive about the
trainer. The only negative comment was the frequent use
of jargon. But specific examples were not given to
illustrate what phrases were seen as jargon.
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Summary for Goal # 2. It is evident that the
individuals reported learning how social and physical
environments influence individuals behavior. They also
gained some self-awareness as to how environments
influence their own behavior. The one area that they
reported the training did not help them was in learning
the necessary skills to intervene on their floors. This
may be due to their needing very concrete skills (e.g.
counseling, crisis intervention, and communication
skills). Another factor that was not discussed is the
time frame. Because the training started later than
expected and they were already confronted with major
problems, this training would take more time to absorb
into their repertoire of behaviors.
Goal#
3
. At least 11 resident assistants (18
minus 3 control resident assistants times 75%
equals 11) will design and implement an
environmental intervention based upon the
training topics and then will evaluate such
intervention (see Objective 1e).
This goal is also difficult to evaluate for several
reasons. The first reason is the condition that many of
the journals are in. As was mentioned in the discussion
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of Goal # 2, several participants did not hand in
journals, several handed in very sketchy ones, and
several handed in only a summary of their journals.
A second factor is that many of the interventions
that could be developed were of the indirect approach
rather than the direct approach. This did not permit the
floor residents to evaluate the specific interventions
because they were not always observable. Specific
examples will illustrate this at a latter point.
Third, several individuals just did not report
whether or not they did any interventions. In the
journals or papers no mention of any interventions were
to be found for several of the participants.
A final point is the reverse of the three previous
reasons. Caution has to be exercised in determining that
an intervention based upon the training was actually
done. Because many of the interventions were of an
indirect nature; the participants could have labelled
something an intervention, but in reality it was an
activity that they already did as part of their work.
What is important to note is that if the participants can
label what they are doing, then the training was
valuable. The labelling process increases the individuals
self awareness and makes them more conscious of their
environments
.
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Evaluation o_f Goal //
3
Of the 18 trainees, three
were not to design or implement any intervention based
upon the training material. Of the remaining 15, it was
expected that at least 11 would develop some intervention
based upon the training material.
There were only 8 papers and journal summaries that
clearly mention any intervention base upon the training
material. Two additional interventions were designed and
implemented, but these were offered to all the residents
in Coolidge Tower (diet workshop and birth control).
The eight interventions are categorized according to
the training sessions:
Altering the Physical Environment - 1
Coping and Adaptation - 3
Social Supportive Networks - 1
Influencing the Influentials - 3
Each of the four categories will be briefly
discussed as to how the individuals designed and
implemented the interventions.
Physical Space . Of all the interventions this is the
most unique one developed. The individual observed the
various uses of space on her floor. Her observations led
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her to focus on increasing the interaction of floor
members by using the bathroom as the focal point. This
location was used by everyone, whereas other common areas
were used by only a few.
First, she placed a lounge chair near the bathroom
sinks. She then began to spend a half hour to an hour
after dinner sitting in the chair talking to people as
they came into wash. After a while, she noticed other
individuals began to remain and talk even if she did not.
It was not long before there were 5 or more individuals
who remained to talk.
Her second step, was to put up a graffiti board to
permit expression of any sort. By the next morning there
were many comments written on the board.
Her evaluation of the interventions is highly
subjective. She observed that the members interacted more
frequently after these two interventions then before.
Also, when it came time to plan the Christmas party, she
had no difficulty in finding volunteers. Before the
interventions, she had considerable difficulty in getting
volunteers for anything.
Coping and Adaptation . The three interventions were
all oriented toward helping the first year students come
to some sa t i s f ac tor 1 y terms with their environments. One
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paper dealt with a first year student who repeatedly went
home on the weekends. This student reported feeling
lonely and isolated from the rest of the students on the
floor. The parapr ofessional discussed with her the steps
to be taken to become more involved with the floor.
Another student who had a similar problem earlier in the
semester also reinforced the idea of staying on campus on
the weekends more often. After a period of time the first
student reported back to the parapr ofessional that her
staying on campus during the weekends had eliminated her
feelings of isolation.
The other two interventions were concerned with the
room choosing process for the spring semester. Both
paraprofessionals over the course of the semester had
observed who had reacted positively or negatively to each
other. The intervention was to bring together those
individuals who seemed to match in the eyes of the
parapr ofessional s . This intervention could not be fully
evaluated until the end of the second semester.
Social Supportive Networks . On one of the floors, a
student had quickly deteriorated psychologically early in
the semester. The floor residents pulled away from her
and had very little to do with her. Her condition
declined to such a point that she had to be hospitalized
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in a psychiatric hospital. The reactions of the
para professional and the floor members were first that of
shock and then of guilt. They were shocked that it
happened at all. The guilt as reported was that they had
turned their backs on this person and did not try to help
her
.
The parapr ofessional
' s intervention was to get the
members to talk about their feelings as to what happened.
She first had the residents write down their reactions to
the situation. She then had several meetings to discuss
what had been reported. This mutual sharing of the shock
and guilt was reported to be very helpful for the
r esid ents
.
The para professional* s subjective evaluation was
that the floor became very supportive of one another. The
social climate scale confirms her evaluation. Unobtrusive
data adds another dimension. This particular floor had a
third of the residents either move to another residence
hall or drop out of college. No other floor except one,
had as high a turnover rate as this floor had.
In fluencing the Influential . The three
paraprofessional s who used this approach discussed how
they identified the positive influentials on their
floors. They were also able to identify the negative
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leaders and why these leaders were perceived as being
negative. Often the reasons were based upon a conflict
between the parapr ofessional and the perceived negative
1 eader
.
The type of intervention done by the
paraparofessional s was to ask the positive leader to help
with a specific project. This led to other floor members
to become involved with the project. This pattern was
repeated in all three papers.
One paper reported less success than the other two.
Several explanations for this are possible. First and
foremost, the floor was badly divided over racial issues.
Intense conflict abounded on the floor that were reported
beyond the capabilites of the parapr ofessional . Second,
the parapr ofesional ' s personal style was a very quiet,
"laidback" approach instead of an outgoing style. The
other two pararpr ofessional s who used this approach were
outgoing. Whether or not this was a determining factor
cannot be discerned at this time.
Summary o f Goal ij_3. This goal was not achieved. It
is obvious that planning and implementing interventions
was very difficult for the parapr ofessional s . Many just
did not do any. Or if they did one, it was not based upon
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the training material. Most of those who did implement an
intervention, usually did it on a one to one basis rather
than a systemic basis. This is a reflection of the
paraprofessionals orientation toward individuals rather
than the whole floor.
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The Hypotheses
I ntroduction
. In the previous section, the data analyzed
was collected from the trainees. The analysis involved
the first three levels of Hamblin's training evaluation
model -
- reactions, learning, and job behavior. The
purpose of this section is to determine whether or not
the training had any impact on the floor (organizational
level)
. The data gathered includes - biographical
questionnaires, the University Residence Environment
Scale (Ideal and Real forms), and unobtrusive data. The
fifteen hypotheses that were formulated to determine the
impact of the training will be analyzed in this section.
Initally it was planned to use the a priori multiple
group comparison contrast option. Because the cell sizes
are not equal, the Scheffe a posteriori multiple group
comparison contrast is used when there are more than two
groups. The Scheffe’ contrast is very rigorous
statistically with regard to Type I error. This leads to
very few significant differences. This method also
permits the researcher to find out which group is
significantly different from the others.
The last series of hypotheses will be of the
multivariant type. The purpose of these hypotheses will
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be to discover what factors interact together that
determine the social climate and the turnover rate. A
more indepth discussion will be presented when the
multivariant hypotheses are analyzed.
General Pr emise
_I - Team Interventions
. Team
interventions more than individual interventions will be
more effective in producing significant differences.
Hypothesis 1_. The scores on the involvement
and emotional support subscales of the ideal
form of the URES will not be significantly
different between the team and individual
interventions floors.
Since there was no pre-testing, it was necessary to
determine if there was any significant differences
between the team and individual floors on the ideal form
of the URES. If there was a difference, alternative
approaches to analyzing the data would be necessary.
Table 1
1
URES-Ideal Form
Team ( N = 5 0 ) Individual (N = 77)
Mean Standard Mean Standard F
Deviation Deviation
INVOLVEMENT
EMOTIONAL
9.32 1 .096 9.27 1.13 .05
SUPPORT 8.16 1 .24 7.896 1 .37 1 .21
INDEPENDENCE
SOCIAL
4.54 2.25 4.12 2.11 1 . 16
ORIENTATION 3.76 2.11 4.14 1 .81 1.19
COMPETITION
ACADEMIC
1.14 1.26 1 .66 2.04 2.63
ACHIEVEMENT 5.62 1 .81 6.12 1 .78 2.33
INTELLECTUALITY
ORDER and
5.78 1 .79 5.81 2.10 .005
ORGANIZATION
STUDENT
8.26 1 .72 8.23 1.77 .007
INFLUENCE 7.32 1 .54 7.32 1.66 .0003
INNOVATION 7.24 1.88 6.74 1 .74 2.34
Examination of Table 11 illustrates that there were
no significant differences between the two types of
floors. In fact a closer look at the F Ratio indicates
that there are virtually no differences between the
floors on certain subscales. This hypothesis is accepted
as it is stated
.
Hypothesis #2 . The scores on the involvement
and emotional support subscales of the real
form of the URES will be significantly
different between the team and individual
interventions floors.
The data was analyzed by testing that there would be
no significant difference
there were any differences
accepted
.
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between the two groups. If
then this hypothesis would be
Table 12
URES-Real Form
Team ( N = 5 0
)
Individual (N= 77)
Mean Standard Mean Standard F
• Deviation Deviation
INVOLVEMENT 6.94 2.98 5.88 2.89 3.95 *
EMOTIONAL
SUPPORT 6.66 2.68 6.39 2.60 .32
INDEPENDENCE 4.62 1 .90 4.91 2.396 .52
SOCIAL
ORIENTATION 4.32 2.41 4.36 2.24 .011
COMPETITION 2.44 2.21 2.55 2.25 .08
ACADEMIC
ACHIEVEMENT 4.54 2.03 4.42 2.31 .097
INTELLECTUALITY 3.24 2.31 3.10 2.298 .106
ORDER and
ORGANIZATION 5.94 2.29 5.70 2.25 .34
STUDENT
INFLUENCE 4.78 1 .96 5.17 1 .74 1.37
INNOVATION 5.80 2.65 4.73 2.31 6.69 *
* P < . 05 ** P<.01
Table 12 shows that the F Ratio is statistically
significant for the involvement subscales, but not for
the emotional support. The team intervention group had a
higher mean than the individual intervention group. This
ted for the involvement scale. Therefore, thewas expec
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null hypothesis is rejected and this hypothesis as stated
is accepted. Although the team interventions floors had a
slightly higher mean score than the individual
intervention floors for emotional support, it was not
statistically significant. Therefore the null hypothesis
is accepted and this part of the hypothesis as stated
is rejected.
Hypothesis #
3
The discrepancy scores between
the ideal and real forms of the URES on the
involvement and emotional support subscales
will be significantly different for the team
intervention floors than for the individual
intervention floors.
Several points have to be made about the nature of
the discrepancy scores before the results can be
discussed. The discrepancies scores are the differences
between the ideal and real forms. A positive difference
is an indication that the individual ideally wanted more
than they actually perceived to be there. If a negative
difference occurs, then the individual ideally wanted
less than what was perceived to be there. The major
con tr ov ersor y on this topic is how close should the
scores be for the person to be congruent and still
experience some degree of challenge from the setting.
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Table 13
URES-Di screpancy Scores
Team (N=50) Individual (N=77)
Me an Standard
Deviation
Mean St andard
Deviation
F
INVOLVEMENT 2.38 2.94 3.39 2.95 8 .56
EMOTIONAL
SUPPORT 1.50 2.75 1.51 2.56 .0002
INDEPENDENCE
-.08 3.06 -.79 2.45 2.11
SOCIAL
ORIENTATION -.56 2.93 -.22 2.50 .49
COMPETITION 1.14 1 .26 1.66 2.04 2.63
ACADEMIC
ACHIEVEMENT 1.08 2.49 1 .70 3.00 1.47
INTELLECTUALITY 2.54 2.65 2.70 2.96 .08
ORDER and
ORGANIZATION 2.32 2.39 2.53 2.495 .228
STUDENT
INFLUENCE 2.54 2.597 2.16 2.36 .74
INNOVATION 1
. 36 3.05 2.01 2.68 1 .61
Analysis of Table 13 shows that neither the
involvement nor the emotional support subscales achieved
statistical significance at the .05 level. Therefore the
null hypothesis is accepted and this hypothesis is
r ej ected .
When the means for the involvement scale are
examined, it is obvious that the team intervention floors
had the lower discrepancy scores. This is an indication
that these floors were perceived to be closer to what the
residents ideally wanted it to be. Although this subscale
was not statistically significant at the .05 level, it
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was significant at the .10 level.
The emotional support scale means for both groups
were identical. The null hypothesis is accepted that
there is no difference between the two groups on these
two subscales. This hypothesis is
r ej ected .
Hypo thesis #4 . There will be no difference
between the team and individual intervention
floors on the remaining eight subscales of the
ideal and real forms and discrepancy scores of
the URES.
For the remaining eight subscales on the ideal form,
no significant differences occurred. On the real form,
the innovation subscale was significant at the .01 level.
The team intervention floors had a higher mean than the
individual floors. When the discrepancy scores are
analyzed, no difference is found. Although, the team
intervention floors do have a slightly lower discrepancy
mean than the individual floors have.
Examination of Tables 11, 12, 13 shows that only one
item is statistically significant out of a possible 24.
This hypothesis is accepted that there
between the two types of floors.
is no difference
General
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Premise I I - Social Climate
. The
experimental floors more than the control floors will be
more effective in producing significant differences. The
experimental floors consist of the team and individual
intervention floors. The same procedure used for General
Premise I will be followed to analyze the four hypotheses
formulated for this general premise.
Hypo the s i s //
1
. There will be no significant
differences between the experimental and
control floors' scores on the involvement and
emotional support subscales of the ideal form
of the URES.
For this hypothesis, it was expected that no
difference would be found between the experimental and
control floors on the involvement and emotional subscale
on the ideal form.
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Table 14
URES-Ideal Form
Experimental (N=127) Control ( N = 5 9
)
Mean Standard
Deviation
Mean Standard
Deviation
F
INVOLVEMENT
EMOTIONAL
9.29 1.11 9.24 1.30 085
SUPPORT 8.00 1
. 32 7.85 1.58 47
INDEPENDENCE
SOCIAL
4.28 2. 17 3.93 2.12 1 . 07
ORIENTATION 3.99 1 .93 4.27 1.89 85
COMPETITION
ACADEMIC
1.46 1 .79 1 .29 1.52 39
ACHIEVEMENT 5.92 1 .80 5.797 1.63 20
INTELLECTUALITY
ORDER and
5.795 1 .98 5.73 1.93 046
ORGANIZATION
STUDENT
8.24 1.75 8.32 1.795 .0795
INFLUENCE 7.33 1.61 7.39 1.53 .072
INNOVATION 6.94 1 .81 6.73 1.67 .56
Examination of Table 14 confirms this expectation.
Neither subscale achieves statistical signficance. On
this basis, the null hypothesis of no difference between
the two groups is accepted.
Hypothesis #2 . There will be significant
differences between the experimental and
control floors’ scores on the involvement and
emotional support subscales of the real form of
the URES.
It was expected to see a difference between the
experimental and control groups. The analysis disconfirms
the expectation of this hypothesis.
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Table 15
URES-Real Form
Experimental Control
Mean Standard Mean Standard F
Deviation Deviation
INVOLVEMENT 6.299 2.96 6.98 2.69 2.27
EMOTIONAL
SUPPORT 6.496 2.62 6.32 2.87 .17
INDEPENDENCE 4.795 2.21 4.92 2.16 .12
SOCIAL
ORIENTATION 4.35 2.297 4.49 2.44 .15
COMPETITION 2.50 2.22 2.81 2.16 .79
ACADEMIC
ACHIEVEMENT 4.46 2.196 4.39 2.13 .048
INTELLECTUALITY 3.16 2.29 3.49 2.28 .86
ORDER and
ORGANIZATION 5.795 2.26 6.49 2.49 3.59
STUDENT
INFLUENCE 5.02 1 .83 4.69 1 .64 1.31
INNOVATION 5.18 2.51 5.37 2.16 .26
Table 15 shows that neither subscales (involvement
and emotional support) attained significance. In fact,
examination of the table shows that the control group has
a slightly higher mean on the involvement subscale. If
the team and individual intervention floors are analyzed
separately, a different picture emerges.
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Table 16
Involvement
Mean Standard F Ratio
Deviation
Team Intervention 6.94 2.98 3.23 *
Individual Intervention 5.88 2.89
Control Floors 6.98 2.69
* P< .05
It is evident that the mean of the team intervention
and control floors are identical. The individual
intervention group is what causes the significance. This
was confirmed with the Scheffe' multiple comparison group
contrast. The critical question is whether or not the
mean for the team intervention or control group occurred
by chance. A possible explanation for this similarity
will be discussed in the next chapter.
When the emotional support subscale is analyzed
first by the experimental versus control group, then by
analyzing the three groups separately; no differences
occur .
Table 17
Emotional Support
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Mean Standard F Ratio
Deviation
Team Intervention 6.66 2.68
Individual Intervention 6.39 2.60
Control 6.32 2.87
.235
The results of these analyses clearly suggest that
there is no significant difference between the
experimental and control floors. Therefore the null
hypothesis is accepted and this hypothesis as stated is
r ej ected .
Hypothesis £3. There will be significant
differences between the experimental and
control floors’ discrepancy scores on the
involvement and emotional support subscales of
the ideal and real forms of the URES.
This hypothesis attempts to determine how congruent
the members perceive their floor to be with their ideal
floor. It is expected that the experimental floor members
will be more congruent than the control floors.
Examination of Table 18 does not confirm this
expectation
.
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Table 13
URES-Di. screpancy Scores
Ex per imental Control
Mean Standard Mean Standard F
Deviation Dev iat ion
INVOLVEMENT 2.99 2.98 2 . 25 2.71 2.61
EMOTIONAL
SUPPORT 1 . 50 2.62 1.53 2.88 .0025
INDEPENDENCE
-.51 2.71 -.98 2.31 1.33
SOCIAL
ORIENTATION
-.35 2.67 -.22 1.93 .12
COMPETITION -1 .05 2 .63 -1 .53 1.99 1.54
ACADEMIC
ACHIEVEMENT 1 . 46 2.82 1.41 2.53 .01
INTELLECTUALITY 2.64 2.83 2.24 2.595 .85
ORDER and
ORGANIZATION 2.45 2.45 1 . S3 2.47 2.56
STUDENT
INFLUENCE 2.31 2.45 2.69 2.02 1.12
INNOVATION 1 .76 2.84 1
. 36 2.20 .92
The involvement subscale approache s significance at
the .1 0 level
.
But for the purpose of this dissertation
this is not an acceptab 1 e 1 ev el
.
The me ans for these two
groups suggest that the control floor members perceive
their floor to be slightly more congruent with their
ideal than the experimental floors.
Separating out the team and individual floors from
the experimental group provides additional information.
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Table 19
Involvement - Discrepancy
Mean Standard F Ratio
Deviation
Team Intervention
Individual Intervention
Control Floors
2.38
3.39
2.25
2.94
2.95
2.71
3.195 *
* P< .05
Again the team intervention and control floors had
somewhat similar means. The individual intervention
floors, as confirmed by the Scheffe’ multiple comparison
contrast, was signif iciantly different from the other
two groups.
Examination of the discrepancy means for the three
groups on the emotional support subscale illustrates how
remarkably similar the three groups are.
Table 20
Emotional Support - Discrepancy
Mean Standard F Ratio
Deviation
Team Intervention
Individual Intervention
Control Floors
1.50
1.51
1.53
2.75
2.56
2.88
.0013
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Based upon these analyses, the null hypothesis is
accepted and this hypothesis is rejected.
Hypothesis #_4. There will be no differencebetween the experimental and control floors on
the remaining eight subscales of the ideal and
real forms of the URES.
It was expected that the eight remaining subscales
on the ideal and real forms, and the discrepancy scores
would not be significant at the
.05 level. n0 subscale is
significant between the experimental and the control
groups. Therefore this hypothesis is accepted as stated.
General Pr emise III - Social Indicators . The social
indicators (e.g. dropping out of college and the turnover
rate within the residence hall system) will be
significantly different for the experimental floors than
for the control floors.
Hypothesis #
1
. The drop out rate from the
university for any reason will be significantly
higher for the control floors than for the
experimental floors after the training and
interventions are completed.
The inital intention of this hypothesis was to look
at the dropout rate for personal reasons. The reasons
for dropping out of college is unknown for 48-5% of all
dropouts. With such a large unknown percentage, it is
impossible to analyze this hypothesis as it is. If it is
assumed that the reasons for dropping out of college are
randomly distributed throughout Coolidge Tower, this then
makes it possible to combine all the catergories
together
.
The analysis will examine the dropout rate from the
ten floors of Coolidge Tower included in this study. The
archival data includes: 1) the roster of the Coolidge
Tower residents as of October 15, 1978 and February 9,
1979; 2) the list of students who dropped out from
September 1, 1978 to February 9, 1979; and 3) a summary
of the various reasons for dropping out by month.
Another modification to these hypotheses is
separating the team and individual intervention floors.
This permits analysis of the three groups in this
experimental design.
When the archival rosters were examined, four
categories were derived that were indicative of the
turnover rate in Coolidge Tower. The four categories are:
1) room changing on the same floor, 2) floor changes
within Coolidge, 3) moving out of Coolidge, and 4)
dropping out of College.
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Table 21
Dropout Rate
Mean Standard F Ratio
Deviation
Team Intervention
Individual Interventions
Control Floors
.67 1.15
1.75 1.70
2.33 1.16
5.86*
* P < . 05
As can be seen by Table 21 the team intervention
floors have the lowest dropout rate, while the control
floors have the highest rate. This pattern was expected
to occur. Although, the F Ratio is significant, this
hypothesis is cautiously accepted. The reason for this
caution is due to the mounting evidence that the training
was not effective.
Hypothesis #2. The students moving off the
floor to either another floor or to another
residence hall will be significantly higher for
the control floors than for the experimental
floor s
.
This hypothesis required three different analysis
which are presented below.
Room Changes . First the number of individuals who
changed rooms on the same floor provided surprising
results. The individual intervention floors had o^er
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twice as many members change rooms as the team floors,
and three times the control floors. This high mean can be
attributed to two of the four floors having substantial
movement on. These two floors had 27% and Ml % of the
residents switch rooms between semesters. The other two
floors had only 1 % and 14% of the residents switch rooms.
The team floors had one floor with a 20% room changing
rate, while the other two floors had a rate of only 3%.
The control floors had percentages of 10%, 7%, and 0%
respectively
.
Table 22
Room Changes
Standard F
Mean Deviation Ratio
Team Intervention 2.67 2.89 1 . 47
Individual Intervention 6.25 4.65
Control Floor 2.00 2.00
Although there is not statistical significance,
there appears to be substantial differences between the
floors. Both the mean and percentage differences are
higher for the individual intervention floors.
FI oor Changes . The team floors had a slightly
higher mean than the individual floors, which is slightly
higher than the control floors.
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Table 23
Floor Changes
Mean Standard F Ratio
Deviation
Team Interventions
Individual Interventions
Control
1.67 1.15
1.25 .96
1.00 1.00
. 321
Both of the experimental groups had a higher rate of
students moving off the floor but staying in Coolidge
than the control group.
Re sid ence Changes . In the two previous categories
the control group had fewer students move within Coolidge
Tower than the two experimental groups. With this
category, the pattern reversed itself. In fact the means
become increasing larger with each succeeding group.
Table 24
Residence Changes
Mean Standard F Ratio
Deviation
1 .2652.00 1.73
3.75 1.87
4.67 2.52
Team Intervention
Individual Interventions
Control Floors
The team intervention floors had the lowest number
of residents who moved out Coolidge Tower. Over twice as
of the residents from the control floors and themany
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individual floors moved out of Coolidge as the team
intervention floors. The individual intervention floors
have a mean that is almost half way between the team and
control floors. Although this category does not achieve
statistical significance, it is obvious that there are
major differences between the floors.
Summa r y for Hypothesis //
2
. Because there were no
statistical significance between the floors, this
hypothesis is rejected and the null hypothesis is
accepted. Although the dropout category was the only one
that achieved statistical significance, the other three
categories provide substantial information.
As can be seen by Graph 1, the control floors had
the lowest turnover rate for room changes and floor
changes. Then when the residence changes and dropout
rate is considered, the control floors have a higher
turnover rate than the experimental floors.
If the interventions had worked, the pattern that
emerged for the three of the four categories could be
easily explained. Unfortunately, the interventions did
not work. The experimental nature of this dissertation
cannot be given credit for the pattern that has emerged.
This pattern has come about by chance.
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~
ner al Premise IV - Demographic In formation
. The
general premise is that demographic characteristics are
not different between similar floors nor do these
characteristics significantly influence the social
climate or social indicators. Several issues need to be
clarified about the four hypotheses that were formulated
to test this general premise. First, the intention is to
analyze the differences between the all female floors and
the coed floors. Several of the hypotheses may give the
impression that the floors within each of these two
groups were to be analyzed. This is not the case. Second,
it was originally planned to determine which individuals
had moved and whether or not the social climate scores
would have predicted that move. Un fortuantel y , two
factors eliminated this possibility. It had been
mentioned in the methodology section that the students
were given the option not to write their name or room
number on the biographical sheet. Almost a fourth of the
students (23.1%) in this study gave no name or room
number. Another factor involves the social indicators,
especially the dropout rate. Because of the problems
surrounding the specific reasons for dropping out; the
problem of being able to identify only a part of this
sample; and the problem of not having every floor member
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included in this study; necessitates modifying hypothesis
#4. The original hypothesis is in the methodology section
(page 61). Essentially, the phrases " d emographic
characteristics" and "for personal reasons" are
el iminated
.
Before presenting the data for the four hypotheses,
the demographic characteristics for the respondents in
this study are given in Table 25.
Sex
Female
Male
Table 25
Demographic Characteristics
N= %
148 79.6
38 20.4
Religion
Catholic
Jewish
Protestant
Other
None
Missing Data
88 47.3
31 16.7
37 19.9
6 3.2
20 10.8
4 2.2
Race
American Asian
Black
Hi spanic
White
Other
Missing Data
1
2
1
174
4
4
.5
1 . 1
.5
93.5
2.2
2.2
Class
Frosh 1 1
1
59.7
So phomore 4 0 21 .5
Junior 20 10.8
Senior
1 1 5.9
Missing Data 4 2.2
College
Arts and Sciences 109 58.6
School of Business 20 10.8
Health Sciences 4 2.2
Ed uc at ion 7 3.8
Food and Natural Resources 24 12.9
Engineering 8 4
.
3
Physical Education 5 2.7
Other 5 2.7
Missing Data 4 2.2
Size of Home Town
500,000 or larger 1 4 7.5
50,000 to 500,000 17 9.1
Suburb 36 19.4
10,000 to 50,000 86 46 .
2
Less than 10,000 25 13.4
Open Country 4 2.2
Missing Data 4 2.2
Education of Parents
Father
N= % N =
Mother
%
Some Grade School 2 1 .
1
1 .5
Completed Grade Schooll .5 - -
Some High School 9 4.8 4 2.2
High School Graduate
Business of
36 19.4 55 29.6
Trade School 18 9.7 26 14.0
Some College Work 23 12.4 25 13.4
College Graduate
More than one
50 26.9 48 25.8
college degree 42 22.6 22 11.8
Missing Data 5 2.7 5 2 .
7
' Spent on the Floor N = %
Great deal of time 75 40.3
Fair Amount 70 37.6
Some Time 27 14.5
Hardly any time 10 5.4
Never 0 0
Missing Data 4 2.2
Satisfaction with relationship with floor member s
Very Satisfied 63 33.9
Satisfied 92 49.5
Di ssatisf ied 19 10.2
Very Dissatisfied 7 3.8
Missing Data 5 2.7
Roommate relationship
Very Warm 69 37.1
Warm 53 28.5
Neutral 36 19.4
Hostile 1 .5
Very Hostile 2 1 .
1
No Roommate 21 11.2
Missing Data 4 2.2
Plans to remain next semester
Yes 135 72.6
No 30 16. 1
Not sure 17 9.1
Missing Data 4 2.2
If no, or not sure, why do (would
Single Room
Graduating
Internship
Leave of Abscence
Near friend on campus
Off-campus
Do not like roommate
Near a friend on campus
Do not like floor members
Other
you)
Yes
N =
7
7
0
3
3
2
2
6
4
16
intend to move
Responses
%
3.8
3.8
0
1.6
1.6
1 .
1
1 .
3.2
2.2
8.6
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Multiple responses to the above were as follows:
No response
One reason
Two reasons
Three reason
141
41
3
75.8
22.0
1.6
.5
The sample demographic characteristics indicated
that 4 out of 5 are female (to be expected); almost half
are catholic; 9 out of 10 are White; 3 out of 5 are first
year students; 3 out of 5 are in the Arts and Science
College; almost half are from home towns between 10,000
and 50,000; and over half of the parents have some
college experience or more. When asked about their
interactions and attitudes toward their floor; over 75%
of the residents spent a "fair” or "great amount of time"
on the floor, 83% were "very satisfied" or "satisfied",
66% had either a "very warm" or "warm" relationship with
their roommates, and almost 3 out of 4 planned to remain
where they were next semester.
Hypothesis #_1_. There will be no significant
differences between the all female floors and
the coed floors on demographic characteristics
(class year, sex, college, etc.
When the coed and all female floors are compared,
none of the demographic characteristics are significant;
except for sex (raw chi square= 98 . 989 with 9 degrees of
freedom. Signif icance= . 0000) This is to be expected
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because of males being on only three of the ten floors.
When the questions that dealt with time spent on the
floor, satisfaction with floor members and roommate,
plans to remain or move; there were no startling
surprises. Specific demographic characteristics were
excluded from the analysis because of the domination of
one group (race: whites=94%) or the possibility of a
large number of empty cells in the contingency table due
to very few respondents in that category (college,
father’s, and mother’s education). The exclusion of these
four categories left sex, religion, class year, and
hometown. These four categories were then used to
analyze the four questions that pertained to involvement
and satisfaction with the floor. Of the 16 possible
combinations, only two were significant. And these can be
easily explained .
Floor time by class year was significant (raw chi
squa re= 18.46 with 9 degrees of freedom.
Signif icance= . 0302) . The pattern that emerged was that
almost half (47.7%) of the frosh spent a great deal time
on the floor; while the sophomores were next with 40%,
then the juniors (20%) and seniors (18.2%). This response
pattern is not at all surprising. During the fall
semester, the residence hall floor is the first year
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students main connection to the rest of the university.
This is where many learn how to function within a large
complex setting. The upperclass students have already
developed a network of relationships throughout the
campus. The need to use the floor for informational and
social reasons is minimal.
The second significant item was also influenced by
class year. This was roommate relationships. The
contributing factor that made this item significiant is
that half the juniors and seniors had no roommate. When
the no roommate category is excluded, this item is no
longer significant. Based upon these findings, the null
hypothesis as stated is accepted.
Hypothesis #2 . There will not be a significant
difference between the all female floors and
the coed floors on the involvement and
emotional support subscales of the ideal form
of the URES.
This hypothesis was formulated to control for any
differences between the all female and coed floors. Any
inital differences that do occur alters how one analyzes
and interprets the perceived and discrepancy scores.
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Table 26
Ideal Social Climate
Female Coe d
Mean Standard Mean Standard F
Deviation Deviation Ratio
Involvement
Emotional
9.28 1 .15 9.26 1
. 34 .01
Support 8 .01 1.33 7.84 1 .56 .61
Independ ence
Social
4.13 2.15 4.26 2. 17 .159
Orientation 3.94 1.79 4.36 2. 15 1 .94
Competition
Academic
1 .26 1 .56 1 .70 1 .96 2.87
Achievement 6.07 1 .67 5.49 1 . 85 4.62*
Intellectualy
Order and
5.86 1 .84 5.59 2. 19 . 8018
Organization 8.46 1.66 7.87 1 . 89 4.81*
Student
In fluence 7 . 46 1 .49 7.098 1 .73 2.21
Innovation 6.88 1 .79 6.85 1.71 .01
* p .05
Neither the involvement nor the emotional support
items were significant. When this is considered with the
results from General Premise I and II, it appears that
there is considerable agreement among the students as to
what makes an ideal floor. The null hypothesis is
accepted as stated.
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Hypothesis #3 • There will be a significant
difference between the all female floors and
coed floors on the involvement and emotional
support subscales of the real form of the URES.
Previous research has demonstrated significant
differences between the all female floors and the coed
floors. Usually, the female floors have reported being
more supportive than the coed floors. The purpose of this
hypothesis is to determine any differences between these
two types of floors.
Table 27
Real Social Climate
Female Coed
Mean Standard
Deviation
Mean Standard
Deviation
F
Ratio
Involvement
Emotional
6.38 2.86 6.80 2.95 . 8960
Support 6.82 2.43 5.66 3.04 7 . 98 *
Independence
Social
4.45 2.18 5.62 2.01 12.53*
Or ientat ion 4.38 2.37 4.43 2.28 .019
Competition
Academic
2.45 2.23 2.92 2.14 1 .87
Achievement 4.73 1.99 3.85 2.41 6 . 897*
Intellectuality
Order and
3.36 2.38 3.07 2.10 .677
Organization
Student
6.47 2.13 5.08 2.52 15.48*
Influence 5.02 1 .70 4.71 1 .92 1 . 26
Innovation 5.05 2.37 5.64 2.43 2.51
*
p .01
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As can be seen by Table 27 there is no significant
^ r s ft c 6 between the female and coed floors on the
involvement subscale. Closer examination of the subscale
means indicate that the coed floors report slightly
higher levels of involvement. This part of the hypothesis
is rejected and the null hypothesis is accepted.
When the emotional support subscale is examined, the
two floors are significantly different from each other,
the female floors report higher levels of support than
the coed floors. This part of the hypothesis is accepted.
Hypothesis #J4. There will not be any
significant differences between the female and
coed floors on the four turnover rate
categories
.
This hypothesis attempts to examine what influence,
if any, the type of floor has on the turnover rate. It is
expected that no difference will occur between the
floors
.
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Table 28
Turnover Rate Between Female and Coed Floors
Female Coed
Mean Standard Me an Standard F
Deviation Deviation Ratio
Room Changes 3.90 4.39 2.67 1.53 .433
Floor Changes
Residence
1.57 .98 .67 1 .51 2. 16
Changes 3.57 2.30 3.00 2.00 . 14
Drop Out 1.29 1.11 2.33 2.08 .79
As can be seen by Table 28 all four categories are
slightly influenced by the type of floor, but not at
significant levels. The female floors had higher means
than the coed floors for three categories (room changes,
floor changes, and residence change). The coed floors had
a slightly higher mean for the dropout rate than the
female floors.
The analysis of the data indicates that students on
the female floors stayed in college, but moved to another
location (room, floor, or residence). The coed floor
members did not move as much, but tended to dropout
slightly more often. Extreme caution is exercised
with
this category because of the combination
of various
reasons for dropping out of college.
Based upon the results, the null
hypothesis is
accepted as stated .
1 M 1
General Premise V - Multivariate Analysis
. The
ecological perspective has been the main thrust of this
study. Ambrose (1977) defines this approach as the
scientific study of "the dynamic interactions both
between the individuals, the populations and the species
which constitute the community of living organisms in a
given natural environment, and also between these and all
parts of the environment" (p. H)
.
Research within an ecological perspective requires
use of multivariate statistical methods. One cannot
study one variable at a time. It requires simultaneous
analysis of several variables, both independent and
dependent. This also requires acceptance of the
assumptions of the general linear model. These
assumptions will be discussed in some detail in Chapter
5.
Once it is decided to use multivariate techniques,
the next decision is which method should be used to
analyze the data. Eber (1975) has presented three common
multivariate methodologies: data reduction (factor
analysis); group differences (discriminate analysis,
multivariate analysis of variance); and relationship
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(multiple regression) models. Several researchers have
presented evidence that the latter two are essentially
the same, because they are based on the general linear
model. (Cohen, 1968; Darlington, 1968)
One of the reasons given for preference of the
regression model is that it provides the same information
as the analysis of variance plus more. Another reason
for multiple regression being preferred is due to the
number of independent variables that can be included in
the analysis. The multivariate analysis of variance
program of SPSS can handle only ten independent
variables, whereas the multiple regression can handle a
larger number of variables.
There are four categories of independent variables
that were collected during the course of this study. The
first is the various demographic characteristics of each
of the respondents. A second category is an indication
of level of involvement and satisfaction with the floor
by each of the respondents. The exact items can be found
in Appendix F for both of these categories.
The remaining two categories were gathered during
the training of the paraprofessional s . The
paraprofessional s were asked to indicate what were some
of the unique characteristics of their floor. The
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characteristics usually required a yes-no response.
Figure 7
Un ique Floor Characteristics
Elevator - How Many?
Washing Machines?
Eat Meals Together?
Which Ones?
Is There a TV in the Lounge?
Does It Work?
Are there Murals or Paintings on the
Walls and Doors?
Are there Intermural Teams on the Floor?
Do the Members Play games
(cards, backgammon, etc.)?
Other
The last category of independent variables involved
the characteristics of the parapr ofessional s . The data
was collected during the coping and adaptation and
influencing the influential sessions. During the coping
and adaptation session, the Environmental Preference
Inventory (Haase, 1974) was administered to the
par a pr ofe ss ion al s . They received immediate feedback on
the inventory and implications of the results.
Haase et al have attempted to operationalize the
concepts developed by Hall (1966), specifically how time
is handled by different people. How people handle time
influences also how they handle space, relationships and
information. Hall describes two contrasting styles of
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dealing with these factors, monochronic and polychronic.
He states:
Monochronic is characteristic of
low-involvement peoples, who compartmentalize
time; they schedule one thing at a time and
become disoriented if they have to deal with
too many things at once. Polychronic people,
possibly because they are so much involved with
each other, tend to keep several operations
going at once, like jugglers. Therefore, the
monochronic person often finds it easier to
function if he can separate activities in
space, whereas the polychronic person tends to
collect activities (p. 173).
Haase et al (1975) has defined polychronic ity as the
"degree of structure an individual places on his/her
physical and interpersonal activities within the context
of time and space" (p. 2). The Environmental Preference
Inventory has five subscales that indicate the degree of
polychronic ity (information overload, interpersonal
overload, change overload, activity sturcture, and
temporal structure). The higher the score, the more
polychronic the individual is. The range of scores for
each subscale is from 5 to 25 with 15 being the midpoint.
The means for the five subscales are represented in Graph
2 .
The second source
parapr ofessionals came
of information on the
from the influencing the
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influential session. Each parapr ofessional was asked to
nominate two other parapr ofessional s on six different
characteristics. The resultant data involved whether or
not the individual was nominated, and if so, how many
times. The items can be found on page 90 in Chapter 4.
Table 29 provides the pertinent data for the six items.
Table 29
The Influentials - Sociometric Measures
Standard
Nominated Mean Deviation
Influential 61 . 1% 1 .778 1 .957
Accepted 7 2.2% 1 .778 1 .768
Support iv e 72.2% 1 .778 1 .396
Resolves Convlict 77.8% 1 .778 1 .665
Warm 66.7% 1 .722 1 .776
Lively 61.1% 1 .778 1 .957
Originally it was planned to analyze those
that contributed to the social climate and the social
indicators. Unfortunately it is impossible to analyze
the social indicators because of the organization of the
data. The social indicators can be used as an
independent variable but not as a dependent variable. As
a dependent variable the degrees of freedom are grossly
inflated ( d f= 1 86-k ) whereas they are actually
considerably less (df=10-k). This problem was discovered
when the oneway analysis of variance was done. The
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social indicators analysis had to be done by hand. To do
a multivariate analysis of the social indicators by hand
is a difficult, complex and a very tedious task.
Therefore, the second hypothesis is not analyzed.
In analyzing the first hypothesis, there are four
separate analyses. The first two include those factors
that have some relationship with the perceived real
involvement and emotional support subscales. The last
two analyses involve the degree of congruency on the
involvement and emotional support subscale.
There are three methods that can be used in
regression to analyze the data - forward, stepwise and
backward. The stepwise has become the preferred method
because it allows one to enter variables step by step
according to theoretical constructs. This method also
eliminates those variables that no longer contribute
significantly to the regression equation.
The parameters on the regression design statement of
the independent variables are altered to exercise some
control over the variables that are entered into or
removed from the regression equation. These parameters
are adjusted to permit only those variables that
contribute significantly to the regression equation.
Another consideration that was taken into account
when the analysis was conducted was the nature of the
variables, categorical vs. interval. Several researchers
have stated that when using categorical variables, it is
necessary to create dummy variables. (Kerlinger and
Pedhazuer, 1973; Nie, Hull, Jenkins, Steinbrenner and
Bent, 1975) Therefore, all the variables that are
indicated by (*) in the variable list will be dummy
coded. The interval variables will be used as is.
There are two problems with the data that require
extreme caution in interpreting the results. The first
involves the unequal group sizes. Although the computer
accomodates unequal cell sizes some caution needs to be
exercised
.
The second problem involves multicollinearity . This
exist when several independent variables are highly
correlated with one another. This becomes a critical
problem when the independent variables have correlations
in the .8 to 1.0 range. Unfortunately, not much can be
done to eliminate this problem except to increase the
sample size. Wesolowsky (1976) has suggested that sample
sizes around 200 helps to reduce the impact of
multicollinearity.
The rationale for the inclusion order of the
The firstvariables is based upon several factors.
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reason is the research design of this dissertation. The
original hypothesis stated that the members of the
experimental groups would perceive their floors more
positively than members of the control floors.
The order of inclusion into the regression equation
follows from a theoretical basis. The inclusion order
for the different variables is given below.
1. Experimental vs. Control Floors (*)
2. Female vs. Coed (*); Upper vs. Lower Coolidge (*)
3. Time spent on Floor and Floor Satisfaction
4. Ten variables on the URES ideal form
5. Paraprofessional Characteristics and
Floor Characteristics (*)
6. Demographics of respondents (*)
Where and what type of floor the individual comes
from, will also influence the respondents perception of
their floor. The third category, individual’s floor
involvement and satisfaction, is hardly ever mentioned in
the literature. It is expected that this will influence
how they perceive the floor.
Moos (1974c) has stated that the ideal form reflects
the values and needs of the individuals. This permits
using the ten subscales of the URES as a multidimensional
measure of what the individual brings with them.
The paraprofessionals can be construed as a
major
force on the floor. In this role, they can set
the tone
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for the incoming students. It was expected that several
characteristics of the parapr ofessional s may have some
relationship with the social climate.
The other category that enters at the same time as
the variables as the parapr ofesional s , involves the
unique floor characteristics. There are two subparts to
these characteristics. The first is purely physical.
Although each floor has the same physical layout, there
are some differences. The other part is a reflection of
the involvement between the members (meals, sports,
games)
.
The last category to be entered into the analyses is
the respondents demographic characteristics. It was not
expected that these characteristics would contribute
anything to the equation.
The independent variables reported are listed
according to the step that it was entered into the
equation. Instead of reporting the data for each step,
only part of the summary data will be reported. All of
the independent variables listed in the regression
equation are significant at the .05 level or higher.
Two types of regression coefficients will be
reported. The first is the unnormalized regression
coefficients that are listed in Column B. These
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coefficients are used in the regression equation to
predict the dependent measure score. The difficulty with
these weights is that direct comparison between the
independent variables cannot be done, because several of
these variables use different units of measurement. The
normalized regression weights, as indicated in the column
BETA, permit direct comparison between the independent
variables because these weights are a unitless number.
The other type of data reported is the multiple R
9
and R . This reflects the overall accuracy of the
regression equation. The multiple R is the correlaiton
between the dependent variable and all the independent
variables. The R z reflects how much of the variance in the
dependent variable is explained by all of the independent
v ar iables
.
Hypothesis #J_.The social climate (real and the
discrepancy scores between the ideal and real
forms) on the involvement and emotional support
subscales will be significantly different for
the experimental floors due to the type of
intervention (team versus individual versus
none); the type of floor (all female versus
coed); the location of the floor (Upper, or
Lower residence halls); and specific
characteristics of the floor (3 elevators
stopping versus 1 stopping, washing machines
versus no washing machines on the floor).
It was not unexpected to find that the experimental
group was not a predictor of the social climate. The
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univariate analysis had indicated that there were no
d i fferences b etwe en the two groups. Table 30 has the
regression anal ysis of the perceived involvement and
emotional support. Perceived involvement was influenced
by several different factors than the perceived emotional
support
.
Table 30
Regression Analyses of Perceived Social Climate
and Ecological Factors
Dependent Independent B* BETA
Involvement Floor Satisfaction 1.50 .395
Real Time Spent on Floor .85 .252
Games -5.38 -.827
Meals -3.51 -.495
Independence- Ideal -.18 -.129
RA Lively .499 .323
RA Resolves Conflict -.83 -.124
Constant 1.204
* p< . 05
Multiple R= .72662, R z =. 52798, F(7, 172) =27.48421
,
p< .000
Emotional Floor Type
Support Floor Satisfaction
Real Time Spent on Floor
Order and Organization-Ideal
Emotional Support-Ideal
RA Change
Constant
* p< . 05
Multiple R=. 67882,
R
2
=.46080, F(6 , 173) =24.64067,
-1 .02 -.177
1.60 .451
.52 .165
.21 .136
.255 . 131
.17 .153
-8.65
p< .000
Perceived Involvement . How satisfied the individual
was with their relationships on the floor greatly
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influenced how involved they perceived the floor to be.
The correlation between thiis variable and the dependent
variable was .59462 F(
1
, 178 ) = 97.36 p<0). The amount of
time that the respondent spent on the floor also greatly
influenced how they perceived the degree of involvement.
There were two unique floor characteristics that had
a negative relationship with the perceived involvement
(games and meals). Apparently those floors that did not
have the residents playing games or going to meals
together, had higher perceived levels of involvement.
This result is very logical. These activities have
tremendous potential for creating cliques on the floor.
This would then reduce the involvement of members with
the entire floor. The questions that were asked for this
subscale focused on the entire floor.
The fifth variable that entered into the equation is
from the ideal URES- independence . If one does not want
the floor members to be independent from one another, it
would then be expected to find high levels of
involvement. Apparently, this is what occurs. Those who
had low independence scores on the ideal form, had higher
perceived involvement scores.
The last two variables that significantly contribute
to predicting the perceived were paraprofessional
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characteristics - number of times nominated as lively and
nominated as helping to resolve conflicts. Those
parapr ofesional s who were most frequently nominated as
being lively by their peers, had floors that were
perceived to be more involved than those who were not.
Most likely, these lively parapr ofesional s were able to
get floor members involved with each other.
Those parapr ofessional s who were not nominated as
being helpful in resolving conflicts, had floors with
lower perceived involvement. By not being able to
resolve conflicts, minor disputes can degenerate into
hostile reactions toward one another. After a period of
time this can lead to the floor members choosing sides in
any dispute, which in turn causes the floor members to
become less involved with each other.
Examination of the beta weights (standardized
regression weights) indicates which variables are
positively or negatively related to the perceived
involvement. High floor satisfaction, high floor
involvement, and RA lively were positively related. Four
variables were negatively related to the perceived
involvement - play games, eat meals together, low ideal
independence, and parapr ofessional does not help to
resolve conflict. These seven variables together had a
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multiple R of .72662, which explains ( R ? ) 52.798% of the
variance in the dependent variable.
Perceiv ed Emotional Support
. In addition to floor
satisfaction and floor involvement, four other factors
influence this subscale - floor type, ideal URES order
and organization and emotional support, and a
paraprofessional characteristic - Change (EPI). As was
expected floor type (female vs coed) predicted how
individuals perceived the emotional support on their
floor. The all female floors were perceived to be more
supportive than the coed floors. This confirms what has
been stated previously in the literature. How satisfied
with and how involved the respondent was with the floor
greatly influenced their perception of emotional support.
The more satisfied and involved the individual, the
higher was the perception of emotional support.
Two subscales of the ideal URES also had significant
positive relationships with perceived emotional support -
order and organization and emotional support. The first
is difficult to interpret, while the second subscale is
very understandable as to why it is related.
Essentially, those who ideally wanted their floors
to be orderly and organized, perceived it to be somewhat
emotionally supportive. Examination of the relationship
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between the perceived emotional support and ideal order
and organization is very difficult to interpret. When
the relationship between perceived emotional support is
analyzed along with perceived order and organization,
interpretation becomes easier. The Pearson Product
correlations for the four variables can be found in Table
31.
Table 31
Correlations Between Two Ideal and Real
URES Subscal es
2 3 4
1
.
Emotional
Support - ideal . 3595* . 2576* .0096
2. Order and
Organization - ideal .2613* .3068*
3. Emotional
Support - real .3356*
4
. Order and
Organizaiton - real
( n= 1 86
,
pC.001)
As can be seen by Table 31 the only items that are
not significantly related are the ideal emotional support
and the real order and organiza iton . What is germane to
the discussion, is the significant relationship between
the real emotional support and real order and
organi za tion .
With these results in mind, the relationship between
the perceived emotional support and ideal order and
organizaiton can be easily interpreted. The respondents
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want the floor's social climate to be somewhat
structured. This permits a certain degree of
predictability. A predictable environment can possibly
allow supportive relationships to develop, while
unpredictable settings require a fair amount of
psychological caution.
Those who ideally wanted higher levels of emotional
support perceived there to be higher levels than those
who did not. The ideal involvement score had no impact
on the real involvement score. Those who wanted
emotional support perceived it to be there.
The paraprofessionals' score on the subscale
"change" of the Environment Preference Inventory was also
a significant predictor of perceived emotional support.
Apparently, those paraprofessionals who could tolerate
considerable amounts of change had floors that were
perceived to be emotionally supportive. Because these
social settings lack structure and are in a constant
state of flux, the parapr ofessional ideally should be
able to cope with ambiguous situations.
The beta weights for these independent variables
indicate that floor satisfaction is the most positively
related variable with perceived emotional support. Alter
that the remaining variables are almost equal
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contributors. Together these six variables have a
multiple R of .67882 which explains 46.08% (R z ) of the
variance.
Involvement Congruency
. The ideal URES was deleted
from the regression equation because the congruency
scores were derived from both the ideal and real scales.
It is important to remember that a positive mean
indicates that the respondents wanted higher ideal levels
than they perceived to actually be there. The closer the
mean is to zero, the more congruent is the person's
perception of the actual with their ideal.
Table 32 lists five items that significantly explain
some of the variation in the dependent variables. These
are five of the seven items that were included in the
regression equation for the perceived involvement. The
same interpretation given for the perceived involvement
is valid for the involvement congruency variable.
Comparing the beta weights in Table 32 with those in
Table 30, demonstrates the similarity between the
perceived and the congruent regression equations.
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Table 32
Regression Analyses of Congruency
and Ecological Factors
Dependent Independent B* BETA
Involvement Floor Satisfaction -1.38 -.362
Discrepancy Time Spent on Floor -.67 -.198
Games 5.71 .877
RA Lively -.56 -.364
Meals 3.196 . 450
Constant 8 . 480
*p< .05
Multiple R= .631 99, R z = . 39941 , F( 5 , 1 74
)
= 23.141, p
Emotional Floor Type 1 .028 .183
Support Floor Satisfaction -1 .696 -.486
RA Change -. 162 -.149
Constant 10.904
*p< .05
Multiple R= .54505, R z =. 29708, F( 3 , 1 76 ) = 24.79459, p<.000
Emotional Support Congruency . Half of the six items
that influenced the perceived emotional support,
influenced this dependent variable. What was surprising
was that time spent on the floor was not included in the
equation. The regression equation indicates that members
of the coed floors are not as congruent with their ideal
as members of the female floors are. This is very similar
to the results for the the perceived emotional support.
Those on the coed floors had lower scores than those on
the female floors. Floor satisfaction and RA change had
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almost the identical influence on this dependent variable
as it had on the perceived dependent variable.
Summary for General Pr emise V. It appears that the
regression weights and beta are almost identical for both
the perceived and the congruent dependent variables. One
explanation for this would be that the perceived
environment overwhelms what the individual ideally would
like their settings to be like. There is some additional
evidence to support this statement. When the demographic
char ater ist ic s were used as independent variables to
analyze both the ideal and the real scales, 17 out of a
possible 80 items were found to be significant on the
ideal scale. When the real scale was analyzed only two
items were influenced by the individual's background
charateristics . This illustrates to some degree the power
the social setting can have upon individuals.
CHAPTER V
INTERGR ATION OF THE RESULTS
Introduction
The major premise of this dissertation was that
parapr ofessional s could be trained to design and
implement environmental interventions. The evidence
clearly indicates that the parapr ofessional s did not
design nor implement the interventions. The following
discussion will offer several possible explanations why
the major premise was not achieved.
One of the initial major decisions made was to
train the parapr ofessional s who had responsibility for a
social setting. One of the alternative approaches was for
the trainer to focus on two or three settings to bring
about change. The rationale for the final decision was
that the realization that the trainer most likely would
bring about the expected change. But this change most
likely would not last because there would be no
knowledgeable leadership to maintain the change. Whereas,
by training the leaders (e.g. paraprofessional s)
effect change, it was hoped that change would occur and
be maintained .
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With this in mind, the training model was developed
along two tracts - content and process. The content
material drew upon the literature from the fields of
environmental and ecological psychology. The content
material is reflected in the title of each training
session. The process part of the training was to train
the students in various methods that they could use to
collect data. The data gathered could then be used to
develop appropriate interventions.
The content and process approach had as its
ultimate goal the enhancement of the social environment
that students experience. The process material was the
action research, while the content was the
per son- env ironment congruency. With these preliminary
remarks in mind, the following sections will summarize
the findings from the training evaluations and from the
hypotheses. The summar iza tions will then be integrated to
explain why the results are as they are. The final
section will briefly discuss the multivariate analysis.
The Training Program
.
This section will focus on 1) changes on the
semantic differential during the training program, 2) the
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final evaluation, and 3) why the interventions were not
done. The work of Hamblin (1974) and Witkin et al (1975,
1976) will be used to explain the latter point.
The Training Sessions
. When the summated means of the
seven semantic differential scales are compared, it
becomes apparent that the participants had very positive
attitudes toward four of the sessions (e.g. physical
space, coping and adaptation, social support, and
influencing the influential s) . These four sessions' means
were clustered very close together. There is only a
difference of 1.57 between the highest and the lowest of
these four sessions. The other three sessions had lower
means
.
When the individual scale items on the semantic
differential are examined, clear differences between the
sessions emerge. The first difference was between the
nominal group process and the social climate.
As can be seen by Graph 3, all but two of the nine
items were higher for the social climate session than
were for the nominal group process session. One of the
two items (orderly) is an indication of the structure for
both sessions. As was mentioned in Chapter IV, the
nominal group session was highly structured and orderly,
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while the social climate session had major modifications
done during the session.
social climate
pnysical space
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A second major shift in the semantic differential
occurred between the social climate and the physical
space sessions.
Graph 3 illustrates that eight of the nine items are
higher for the physical space session than for the social
climate. The meaningful item is the only one that is not
different. As can be seen by the graph, the score on this
item for these two sessions is almost identical.
Three sessions were clustered very tightly together
(coping and adpatation, social supportive network, and
influencing the influential s) . The last sesson
(evaluation process) had the most extreme ratings of any
session. The lowest item mean was 4.43 and the highest
mean was 7.57. The other six sessions rarely had exceeded
2.0 points between the lowest and highest items (nominal
group and physical space=1.78). The extreme scores for
this session were active (lowest) and orderly (highest).
Both of these can be considered an indication of the
lecture structure. It is not surprising to find the
active item being rated low because of the inactivity
inherent in any lecture. The high ratings for the orderly
hopefully reflect the logical progression that the
material was presented .
One of the purposes for using the semantic
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differential was to provide data for any modifications
that might be necessary. It would seem that the feedback
process initiated major changes in the sessions which
then lead to more positive attitudes. The sessions were
modified based upon the ratings and comments. But a more
subtle change occurred that also contributed to the more
positive attitudes. It was apparent during the nominal
group process session that the content and process was
clearly beyond the understanding and capabilities of the
paraprofessional s . The concept of social climates is a
difficult one to understand. For many of the
participants, it was too much of an abstraction. After
these two sessions, the next four were considerably more
concrete. The participants could readily see how the
material was applicable to their floors.
A more complete interpretation of the semantic
differential differences would include the modifications
based upon the feedback process and the change in the
training sessions content. Which one contributed the most
to the differences cannot be discerned at this time.
The Final Ev aluation . Integrating the final evaluation
findings with the training evaluations is the purpose of
this section.
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When the summated mean for each training session is
compared with the mean from the usefulness section of the
final evaluation, some surprising results occurred.
Table 33
Comparison of Summated Means
with Usefulness Means
Training Usefulness
Ev aluat ion s
Session
Clarification of Roles — 5.14
Social Ecology Lecture — 4.33
Nominal Group Process 47.89 3.73
Social Climate 54.13 5 . 00
Physical Space 62.00 5.15
Coping and Adaptation 62.85 4.77
Social Supportive Network 61.93 5.43
Influencing the Influentials 63.50 5.15
Evaluation Process 56.57 4.36
As was expected the nominal group process was the
lowest rated session as is evident from Table 33» One
surprise was to find the social climate session to be
perceived to have been useful while the training session
ratings were somewhat low. The other surprise was to find
the coping and adaptation session to be rated low as to
usefulness as it was. It had received the second highest
summated mean of all the sessions. It may not have been
seen useful for application to the floor because the
exercise focused predominately on the parapr ofessional
s
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own coping styles. The discussion afterwards attempted to
bring out significant points about how it was related to
students on the floor. On the final evaluation one
individual had commented that she preferred those
sessions that were not focused on her, but on the issues
which were pertinent to the floor.
The other critical aspect of the final evaluations
was the open-ended comments. This section reflected some
of the strengths and weaknesses of the training program.
Although many positive comments about the training were
made, the suggestions for additional topics are a clear
indication of the parapr ofessional needs. These comments
were oriented to specific types of problems (e.g. drug,
emotional disturbed students) or learning specific skills
(e.g. counseling, communication). Neither of these were
offered in this training.
Interventions. The critical question that needs to be
asked and hopefully answered is "Why did the
par a pr of e ss ion al s not develop any inteventions based upon
the training material?"
Several factors help to explain why few
interventions were developed. First, there were numerous
organizational problems that occurred which hinders-
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effective participation in the training. Starting later
than expected did not create a positive framework. The
material had to be abbreviated rather than covered
indepth. Another organizational issue involves the time
the training was held. Orgininally, it was thought that
having the training after staff meetings would be
beneficial. Instead, it turned out to be a very
determinatal aspect. The parapr ofessional s were tired at
the end of the weekend, especially after the staff
meeting
.
Another critical factor that helps to put the
training and evaluations in perspective is Hamblin’s
three necessary conditions for learning. Those three
conditions are restated here.
1. Trainees must have the basic aptitude
(intelligence, personality, dexterity, etc.)
to be able to acquire the desired knowledge,
skills, and attitudes.
2. The trainees’ existing state of learning
(knowledge, skills, and attitudes) must be
compatible with the assumptions made in the
training objectives.
3.Trainess must react favorably to the
training. This does not necessarily mean that
they should like the training; it means that
their reactions to it should not be
incompatible with the learning objectives. At
least, it means that trainees should be
receptive to the training (p. 18).
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Favorable reactions as stated in condition 3, are
evident from the semantic differential and the final
evaluation usefulness section on four of the sessions.
The other three sessions were rated positive, but not to
the extent of the other sessions. It seems apparent that
this third condition was met.
Evidence to demonstrate whether or not condition 2
was achieved comes from the open-ended repsonses on the
final evaluation. The training attempted to increase the
knowledge, awareness, and skills of the parapr ofessional
s
in both action research and person-environment
interaction. The open-ended responses clearly reflect a
different need. More one-to-one skills and problem
handling were the thrust of these comments. The training
assumptions were not in accordance with the participants
needs. Although knowledge did increase, it was not enough
to generate the development of effective interventions.
Further explanation for so few interventions being
done, can be found when condition 1 is explored. Another
major assumption that was made, involved the participants
ability to grasp per son- env ironment concepts and develop
interventions if they were simplified. It would seem that
these concepts were not simplified enough.
The work of Witkin and associates provides some
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insight as to why the parapr ofessional s’ abilities might
not have been compatible with the thrust of this
training. Witkin et al (1975, 1976) have focused on one
aspect of the cognitive styles of individuals. Two styles
have emerged from their work - field independence and
field dependence. The continuum between these two styles
describes to what extent individuals are able to keep an
item from the surrounding field. The more separate the
item is perceived from the field, the more field
independent that person is. Having difficulty perceiving
the item from the field is an indication that the
individual is field dependent.
Many research studies have been conducted which have
extended the concepts beyond the fields of perception and
cognition. Witkin et al (1975) examined the role these
cognitive styles had on problem solving. The results
indicated that the field dependent individuals had
difficulty with problems that required them to take some
critical element out of the context in which it was
presented and then restructure the material so that the
item is now used in a different context (p. 10). When the
situation lacks the structure to aid in problem solving,
the field dependent individual is hampered. Witkin et al
suggests that "field dependent students may need more
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explicit instruction in problem solving strategies or
more exact definition of performance outcomes than field
independent students, who may even perform better when
allowed to develop their own strategies" (p. 38).
Another finding of Witkin's that is pertinent to
this dissertation involves interpersonal relationships.
Witkin and Goodenough (1976) reviewed the literature on
field dependence and interpersonal behavior. The studies
demonstrated that field dependent people most likely
gravitated toward activities that involved them with
other people. The field independent people preferred
their privacy and tended to engage in more solitary
activ ities
.
Based upon this last finding, it could be assumed
with a certain amount of confidence that the
parapr ofessional s’ position would tend to attract field
dependent individuals. If this assumption is correct,
then the problem solving strategies of the field
dependent individuals were contrary to the strategies
inherent in this training design. Careful review of the
training indicate that the burden to develop
interventions was placed upon the participants. They were
expected to extrapolate the pertinent concepts from the
training exercises and then apply them to their
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individual settings. This is contrary to the cognitive
capabilities of the field dependent individuals.
Ignoring the organizational problems, Hamblin's and
Witkin’s work has helped to put into perspective why the
training did not have the expected outcome. The
implications for modifications to the training program
need to be based upon their work.
An additional issue is whether or not the
undergraduate parapr ofessional s involved in the residence
halls are the apporopriate group to train. This issue is
mentioned because of 1) their need for one-to-one skills
and 2) the high turnover rate among this group.
The nature of the position forces these individuals
to deal with one-to-one issues. Jessor and Jessor (1973)
have elaborated on the "experiental proximity of
environments." They state that "it is possible and useful
to order the multiple and various environments along a
dimension of their conceptual proximity to experience,
interpretation, psychological significance, or response
by an actor" (p. 27). The extreme poles of this continuum
are labelled distal and proximal. Distal environments are
those that are not directly experienced, such as culture,
morale, etc. The proximal environments are those which
the individual directly experiences or responds to.
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Examples of this type would be positive or negative
comments, hot or cold temperatures, illnesses.
The type of activities the paraprofessional s engage
in is put into perspective by using this continuum. It is
obvious that the one-to-one issues would fall near the
proximal pole, while the per son- env ironment concept would
be more distal to their experiences. It is no surprise
that they would prefer to have very specific helping
skill s
.
The high turnover rate would most likely prevent the
overall program from getting beyond the training on
one-to-one helping skills. Just as soon as a cadre of
staff were trained to do environmental interventions,
they would either leave or graduate. Most of the time
would be spent on training instead of developing
programs
.
The Social Settings.
This section will be divided into two parts. The
first part will examine all the univariate analysis and
integrate the findings. The journals and other data
gathered by the trainer will be used to elaborate the
results. The second part will discuss the multivariate
analysis
.
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The Un iv ariate Analysis . One of the important findings of
this study is the similarity between the groups on the
URES ideal form. No matter what group is compared (team
vs individual vs control; floors; Upper Coolidge vs Lower
Coolidge), no differences occur. Considerable differences
did occur by analyzing the ideal data by individual
characteristics (sex, religion', hometown size, etc.). Of
the 80 possible combinations (10 subscales X 8
demographic characteristics) 17 are significantly
influenced by demographic characteristics. These analyses
cuts across the various groups or settings.
Another value of this study is the attempt to use
the ideal form to control for any initial differences
between groups. As this study has demostrated, there were
no differences between the groups. Although there is some
evidence that suggests the ideal form provides inadequate
control. This will discussed at a latter point.
The perceived actual social climate scores are more
difficult to interpret for the involvement and emotional
support subscales.
There were significant differences on
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involvement subscale between the team and individual
intervention floors. This was expected. Then when these
two are combined and compared against the control floor,
all significant differences disappears. Closer
examination shows that the team and control floors have
similar means. Why are they similar is a critical
question. Discussions with the parapr ofessional s and
reviewing the journals provide some explanation.
The coed-team floor had an extremely high mean. This
floor was without a staff member for the first four weeks
of the semester. During this period, many residents
expressed to the head of residence that a staff member
was not needed. Although, the floor had created very few
problems, as compared to the other coed floors, a staff
member was finally place on the floor during the fourth
week. By then the interaction patterns had begun to
emerge and take form. Apparently, the floor members
became highly involved with each other and this continued
throughout the semester. With this information, the
significance cannot be attributed to any intervention
that was implemented on that floor
.
When the control floors are examined, the data from
the journals and other sources help to illuminate the
situation. As was mentioned in Chapter IV, one floor had
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a student hospitalized in a psychiatric institution.
Besides the tradegy of this occurrence, the other tradegy
was that it happened on a control floor. The
par a pr o f e ss ional took steps to have the residents share
their feelings and experiences. By doing this she
increased both their involvement and emotional support
with one another. This was reflected in the URES scores.
Another control floor had a parapr ofessional who was
very well organized and friendly. The head of residence
considered this individual to be a highly effective
helper. After the the semester was over and all the data
was being analyzed, it was discovered that this
parapr ofessional had received an additonal 2 academic
credits for a project she had developed for her floor.
The combination of the parapr ofessional ’ s personal style
and the development of the project most likely
contributed to the involvement subscale’s high mean.
Even if the hypotheses on the involvement subscale
had been accepted, the critical question ”So What?” would
have to be addressed. There are many types of projects
that could be developed to increase the residents’
involvement with each other. But involvement with each
other does not insure that it will be a positive or
supportive relationship.
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Involvement is a necessary, but not sufficent
condition for growth and development. The setting also
needs to provide some support to enhance development.
When the emotional support subscale were analyzed by
team vs individual vs control floors, no significant
differences emerge. One interpretation is that unlike
involvement, emotional support takes considerably longer
to evolve. Besides time being a critical factor, an
additional explanation for no significance differences
can be found in the natural settings.
As was previously described, at least three of the
floors had events that compromised the research design of
this study. Other factors that also contributed to this
compromise were of a longitudinal nature. Apparently many
/
floors have developed "personalities” of their own that
are only slightly modified over time. Two floors will
illustrate this point.
Three individuals who were familar with the coed
control were interviewed separately a former and
current resident, and the head of residence. All the
comments were remarkably similar between the individuals
who knew each other only causually. The floor consisted
of sophomore or junior males and first year or sophomore
women. The comments from all three interviewed repeatedly
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emphasized how the males intimidated the women. This
included put downs, sexual innuendoes, or ignoring the
women’s comments when parties were being planned or
general discussion held. The two students interviewed
both expressed very negative feelings toward this floor.
The head of residence stated that this floor had created
the greatest number of problems for her. She also
mentioned that this floor has had this reputation for
several years. The behavioral pattern seems to repeat
itself year in and year out.
A floor that had a totally opposite affect was a
Coolidge Upper female - individual intervention one. The
previous spring, a resident had been been interveiwed for
a different project. The topics covered by the interview
included the student’s coping with the various components
of her life at UMASS, as well as her perception of the
floor. Her perception of the floor for that year was that
it was a highly involved and supportive floor. She gave
many examples of the residents helping and sharing with
each other. The journal entries of the parapr ofessional
for this study also confirmed that the same types of
behavior occurred this year.
Other evidence consisted of the emotional support
and involvement subscales. This floor had one of the
180
highest means for involvement and had the highest mean
for emotional support. This would seem to confirm the
perception of the resident and the paraprofessional ’ s
journal entries.
The Mul tiv ar iate Analysis There are two topics to be
discussed in this section - factors that influence social
climate and congruency and reciprocal causation. The
first topic summarizes the multivariate analysis. The
second topic discusses how several of the independent
variables reciprocally interact with the dependent
variables. Reciprocal causation is contrary to one of
the linear model’s assumption - unidirectionality of the
independent variables with the dependent variable.
Social Climate Analyses . Most of the independent
variables that help to explain the variation in the
perceived involvement and emotional support also help to
explain the variation in the congruency (discrepancy)
scores. The critical aspect to this is that different
factors influence different facets of the perceived
social environment and congruency.
The social climate literature repeatedly
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demonstrates that social environments are
multidimensional. It also appears that the factors that
influence the social environment are also
multidimensional. This makes the development of
interventions more complex. One of the implications for
interventions of this study would involve the
paraprofessional selection process. Three
par a pr of e ss ion al variables helped to explain some of the
variation in the dependent variables. Two unique floor
characteristics (games and meals) influenced the
involvement real and discrepancy scores. These two
characteristics most likely bring a great deal of
satisfaction to the individuals who are involved. The
problem can be that it isolates those who do not
participate in these activities. This can lead to less
time spent on the floor, which then leads to a decrease
in satisfaction. Interventions should be developed in
two stages. The first stage would involve everyone,
while the second stage would be oriented toward
subgroups. Constant effort would be needed to prevent
the group from becoming small cliques. Occasionally
activities for the entire group should be developed.
The perceived emotional support is a more complex
topic. Besides the paraprofessional variable, the type
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of floor the respondent lives on is a major factor.
Because the all female floor members perceive higher
levels of emotional support, a possible intervention
strategy would focus predominately on the code floors.
Interventions to increase the individuals
involvement and satisfaction are more difficult. There
are two possible interventions that might accomplish
these .
The first involves using the ideal form very early
in the fall semester. The data is immediately shared
with the residents. Specific steps are taken to bring
about what the individuals ideally want the social
environment to be like. The assessment and feedback
would be one form of intervention. The second part of
this intervention is the planning and implementation of
specific goals that were mutually decided upon by the
residents
.
The second type of intervention could be training
the residents of a specific unit in environmental
competence. Part of the training would focus on steps as
to how they could change their settings.
Reciprocal Causation . Reciprocal causation becomes
an issue as one becomes involved in attempting to change
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social settings. Within psychology, several authors have
begun to criticize the linear model that dominates the
field. (Hampden-Turner
,
1970; Overton, 1973; Riegel,
1976; Willems, 1973;).
The underlying assumption of the per son- env ironment
interaction theories preclude complete acceptance of the
linear model- transact ional ism . Hampden-Turner (1970) has
indicated two major problems with using the linear
approach in separating social reality into its
components. The components most likely will not retain
the same qualities as the whole. Reducing social reality
to its various components, does not explain how the
components interact together.
The second major problem involves the mathematical
tools used in the linear model. Hampden-Turner states:
In order to use mathematics to express the
combination of separate parts, we must assume
that figures are additive, commutative, and
associative. Commutative means that a series
of numbers taken in any order will come to the
same result, while associative means that the
numbers though grouped various ways will make
the same total
,
so that 2 and 6 and 3 are
identical to 6 and 3 and 2. (pp. 11-12).
It is very likely that the components in natural
settings are not additive, commutative, or associative.
Overton (1973) and von Bertalanffy (1968) have criticized
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the mechanistic view that the various components add up
to the whole. If instead of static characteristics,
activity is examined as a primary charac tistic
,
a
approach is necessary. Reciprocal causation
becomes a critical factor in any attempt to measure
social reality. This requires the researcher to
synthesize self determination of the individuals and
environmental determination.
The results for the perceived floor involvement
subscale illustrates how reciprocal causation may occur.
The first five variables that were significant, can be
conceptualized as either directly or indirectly
influencing the others. The following five abbreviations
will be used to denote the five variables.
INVR = In vol vement- real
ESR = Emotional Support-real
FS = Floor Satisfaction
TS = Time Spent on the Floor
GA = Games played on Floor
ME = Meals eaten Together
INDI = Independ ence- ideal
Within the linear model both INVR and ESR are viewed
as dependent variables. Examination of the correlations
between these two variables, indicates a very strong
relationship (r=.7l84). Support is difficult to
establish without being involved with other people. But
once a sense of support is established, this can possibly
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lead to increased involvement with others.
Figure 9
Interaction Between INVR and ESR
This is the simplest example of how two dependent
variables interact together. Considering four
independent variables that are significantly correlated
with each other, illustrates the complexity of reciprocal
causation
.
Figure 10
Four Independent Variables
TS
The arrows along with the correlations represent
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significant relationships. Only one pair is not
significant, TS and ME.
S.everal important questions emerge from inspection
of this data. Are these variables independent of each
other? Are some of these variables independent variables
while others are dependent variables?
Taking into account when the data was collected,
attempts to determine which one is the dependent variable
is very difficult.
Are the individuals satisfied because they are
involved with the floor which most likely does not play
games together? Or are the individuals involved because
the floor members are satisfied with their level of
involvement on the floor?
When the dependent variable (INVR) is considered
with the independent variables the possibility of
reciprocal causality is evident, but very complex. Is
the perception of the floor involvement due to the
individual's own involvement and satisfaction? Or is the
individual's involvement due to perceived floor
involvement which in turn influences floor satisfaction?
Or is the individual's involvement an indication of their
ideal level of independence which in turn influences
their perception of and satisfaction with the floor?
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There are numerous possibilities that emerge from
this data. If the perceived emotional support was
included the analyses would become very complex. That at
the present is beyond the scope of this
stud y
.
Summary o f This Study
There are three critical elements that emerged from
the data analysis. The first one involves the training of
undergraduate parapr ofessional who live in the residence
halls. Considering both Witkin's and Jessors* work, an
alternative approach seems appropriate. The cognitive
style of the parapr ofessional s needs to be incorporated
into the training structure. For the field dependent
individual, more explicit instruction and specific
behavioral outcomes need to be included. The field
independent individual might need a less explicit
training program.
When the Jessors' proximal-distal continuum is
considered, training a different group of
para professionals seems more feasible. The analogy of
"seeing the trees but not the forest" is worth
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mentioning. For the parapr ofessional in the residence
hall constantly is made aware of the needs of the
individuals (trees) but often fails to recognize what is
happening to the floor (forest). Their training needs
were expressed in the open-ended section of the final
evaluation. Help with specific problems or acquisition of
helping skills were frequently mentioned. All of these
were oriented toward working with individuals.
What might be more appropriate, is to train these
parapr ofessional s in the individual helping skills. And
also have another group of parapr ofessional s who are
trained explicitly to deal with the entire floor. This
latter group might be part of a counseling center which
would then be assigned to work with specific living
units
.
A second element that has emerged is the inadequacy
of the experimental design used in this study. It was
expected that 1) randomizing the groups to the three
experimental conditions and 2) using the ideal URES form
would provide adequate control. Even though many of the
paraprofessional s did not design or implement
interventions, other data indicates that the above two
conditions would not be sufficient to control for
critical factors.
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The only variables that did demonstrate the
equilvancy among the groups were the demographic
charac ter ist ic s . There were not differences among the
groups on these variables. Nor were there any differences
on the perceived involvement and emotional support due to
these characteristics.
An alternative design is the nonequivalent control
group design discussed by Campbell and Stanley (1963,
p.47). This design can be modified to take into account
the uniqueness of the academic calendar. Pre-testing of
each groups in the fall would be totally inadequate if
one assumes that the socialization process occurs for new
members. Any pre-testing needs to be done the previous
spring before the students move out of the residence
hall. Also it should be determined who and how many will
be returning to the same living unit the following fall.
This provides a longitudinal analysis.
The scores on the pre-test (URES-real) can then be
used to match groups. Random assignment to the
experimental conditions of the matched groups would then
provide some measure of control. The URES ideal can then
be administered early in the fall to collect data to help
redesign the social environment. Any interventions
developed should be based upon the data.
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Toward the end of the fall semester, URES-real can
be used as the post-test. Any gains in the post-test that
ore significant might be attributed to the interventions.
The third critical element is the need for process
data. Even if the above mentioned research design is
implemented, over reliance on the URES scores is
unjustified. As has been demonstrated by this study other
data greatly enhances the ability to explain what happens
in the social settings. Interviews and various
unobtrusive data provide valuable data. Some of these
data can help to modify interventions or theories.
Implications of This Study
The results of the training evaluation, although
disappointing, provides a foundation for future work.
Several questions were raised during the analyses that
can be explored at a later point.
1. What impact does cognitive styles have on
participation in a training program on
environmental competence?
2. Should the training design attempt to take into
account different cognitive styles?
3. Will those immediately involved with settings
have difficulty in becoming environmentally
competent because of the proximal demands of
setting for counseling needs?
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^hen the data for the settings are examined many
que stions arise
.
1. Why do people select specific settings?
2. Does the social climate stay relatively the same
each year on a floor?
3. If so, how are the new students socialized and
by whom?
4. What is the impact of the paraprofessional on
the floor?
5. Does the individual’s concept of the floor ideal
change over time or does it remain the same?
This is only a partial list of some of the questions
that the data on the setting raised. When the congruency
concept is explored additional questions are raised.
1. What are some of the factors that help people to
adapt, modify or leave the setting?
2. Can high levels of congruency be dysfunctional?
3. What is the effect of an individual being
congruent in some areas and being incongruent in
other areas?
Congruency is a multidimensional experience.
Preferrably there would be an optimal level of
incongruency that would challenge the person. At the
same time the setting has to be somewhat congruent with
the person’s expected level of emotional support.
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Appendix A
Original Training Program
Outline of R. A. Training
Session 1 Clarification of roles
Session 2 Overview
1 . Social Ecological Approach
2. Action Research Methods.
Session 3 Nominal Group Process Methods
Session 4 Social Climates
Session 5 Physcial Space and Privacy
Session 6 Coping and Adaptation
Session 7 Social Supportive Networks
Session 8 Influencing the Influentials
Session 9 Evaluation Process
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Session 1
-Clarification of Roles
Goals:
1
.
To become acquainted with one another.
2 To identify one’s own expectation of their role.
3.
To identify one's reality of that role.
4.
To identify the help one needs in the role.
Process
:
A. Getting Acquainted:
1.
Pair up with someone you do not know.
2.
Discuss 2 significant things that happened to
you this summer.
3 . In d iv idual s will introduce their partners to
the large group.
4 . Mini-lecture
.
B. Clarifying one’s role:
1. Write down in short paragraphs the
fo llowing
:
1. Initial expecations you had of your role
(5 minutes)
.
2.
The reality of the role as you now
experience it.
3.
What kind of help do you need?
2.
Divide into 3 small groups:
1.
Randomly select 6 pieces of paper from
either the expectations, reality or help
pile.
2.
Read each statement out loud and then
put a brief summary statement on
newspr int
.
3.
Discuss each statement and its
impl icat ions
.
4.
Are there other aspects that have not
been covered?
3 . In the large group
:
1.
Each small group will present a summary
of its discussions.
2.
General discussion will follow after all
the groups have presented their
finding s
.
C. What is the next step.
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Session 2 Overview
Goals:
1 . To present theories of social ecology and their
impact
.
2.
To present Action Research Methods.
3.
To present the purpose of this training program.
Process- Lecture and General Discussion.
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,
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Session 3^ Nominal Group Process Decision Making
Goals:
1
.
To experience the nominal group decision making
process
.
2 To provide individuals an opportunity to try group
leadership.
3 To develop interventions based upon knowledge and
skills acquired.
Process
:
A. Nominal Group Process
1.
There will be silent generation of ideas on a
particular issue.
2. Listing of ideas on newsprint.
3. Serial Discussion of the ideas.
4. preliminary vote.
5.
Repeat process so other individuals can have
an opportunity to lead
Mini- Lecture on Nominal Group Process
Interventions
Evaluation of this class
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Session 4-Social Climates
Goals:
1
.
To learn about social climates and their
impact
.
2.
To demonstrate that each floor has a distinct
social climate of its own.
3.
To develop interventions to improve the
social climates if necessary.
Process
:
1. Different kinds of climates
a. Rate the climate on your own floor using
the Social atmosphere scale.
b. Rate the floor below yours and above
yours on the same scale.
c
.
In the large group develop a composite
of each floor.
2. Ideal and Real Social Climate
a. Using the Social Atmoshphere scale for
the previous exercise rate your floor as
you would like it to be ideally.
b. Compare the scores for the two scales,
(what scores are similar and which
scores are different).
Mini- lecture
Interventions
Evaluation of this class
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Session 5--Physical Space and Pr iv acy
Goals:
1
.
To become aware of the impact that space has on
oneself and others.
2.
To become aware of the territorial needs of people
and oneself
3.
To become aware of one’s own needs for privacy.
4
. To develop interventions to make floor members
more sensitive and considerate of each others
needs in regard to using space, and privacy.
Process
:
1. Physical Space and how it is used.
a. In groups of three visit another floor (other
than yours); walk around the floor, observing
the rooms, any interactions that are going
on, doors open or closed, noise level,
appearance ( cleanil iness
,
wall drawings or
paintings, etc.). Then sit down somewhere in
the hallway for 10 minutes and be quiet,
listen to the sounds of the floor, where do
they come from- do you feel welcomed,
ignored, or what? Write notes as to what you
see
,
hear and f eel
.
b. Return to class and discuss with your small
group what you experienced.
c. Now think about your floor, how is it
different and how is it the same as the floor
you visited. Discuss this with your small
group
.
d. Large group discussion about the experience.
2.
What norms and policies determine how space is
used— brainstorm and then discuss results.
3. In small groups draw a floor plan that would
facilitate interaction between the floor members,
but at the same time provide an opportunity for
the individuals to have a certain degree of
pr iv acy
.
Mini-lecture
Interventions
Evaluation of this class
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Session 7_ —Social Support Networks
Goals:
1
.
To learn how one can create a supportive network.
2.
To develop interventions.
Process
:
1. Support networks
1. Mini-lecture on social Supportive networks
2. Analysis of one's own supportive network
3. discussion
4.
Analysis of the social supportive network on
the floor or lack of it.
5
.
Di scussion
Interventions
Evaluation of this class
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Session 8 --Influencing the Influential
s
Goals:
1
.
To learn how to identify influential members of
the group and the floor.
2.
To develop interventions to involve the
influential members of the floor.
Process
:
A. Group Behavior QuestionnaireC handout)
1.
Fill out the questionnaire
2.
Put names on newsprint
3.
Discuss the results and the implications.
B. Floor Behavior Questionnaire
1.
Fill out the questionnaire for your floor
2.
Discuss how this information can help you
understand your floor and help intervene.
Mini- lecture
Interventions
Evaluation of the class
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Session 9-- Evaluation Process
Goals:
1
.
To become aware of the value of evaluating
actions
.
2.
To become aware of the evaluation process.
3.
To develop the evaluation process
interventions conducted on one’s own floor.
Process
:
A. Lecture What is Evaluation?
B . Development of evaluation instruments.
C.How to use the data once it is gathered
Evaluation of this class
one ' s
for
References
Appendix B
Revised Training Program
Outline of R. A. Training
Session 1 Clarification of roles
Session 2 Overview
1 . Social Ecological Approach
2. Action Research Methods.
Session 3 Nominal Group Process Methods
Session 4 Social Climates
Session 5 Physcial Space and Privacy
Session 6 Coping and Adaptation
Session 7 Social Supportive Networks
Session 8 Influencing the Influentials
Session 9 Evaluation Process
Session 1
-Clarification of Roles
Goals:
1
.
To become acquainted with one another.
2.
To identify one's own expectation of their role.
3.
To identify one's reality of that role.
4 To identify the help one needs in the role.
Process
:
A. Getting Acquainted:
1.
Pair up with someone you do not know.
2.
Discuss 2 significant things that happened to
you this summer.
3. Indiv iduals will introduce their partners to
the large group.
4 . Mini-lecture
.
B. Clarifying one's role:
1. Write down in short paragraphs the
following
:
1. Initial expecations you had of your role
(5 minutes)
.
2.
The reality of the role as you now
experience it.
3.
What kind of help do you need?
2.
Divide into 3 small groups:
1.
Randomly select 6 pieces of paper from
either the expectations, reality or help
pile.
2.
Read each statement out loud and then
put a brief summary statement on
newspr int
.
3.
Discuss each statement and its
impl ications
.
4.
Are there other aspects that have not
been covered?
3 . In the large group:
1
.
Each small group will present a summary
of its discussions.
2.
General discussion will follow after all
the groups have presented their
f ind ing s
.
C. What is the next step.
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Session 2 Overview
Goals
:
1 . To present theories of social ecology and their
impact
.
2.
To present Action Research Methods.
3.
To present the purpose of this training program.
Process- Lecture and General Discussion.
Re f erences
:
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,
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Session 3. Nominal Group Process Decision Making
Goals:
1
.
To experience the nominal group decision making
process .
2.
To provide individuals an opportunity to try group
leadership.
3.
To develop interventions based upon knowledge and
skil Is acquired .
Process
:
A. Nominal Group Process
1.
There will be silent generation of ideas on a
particular issue.
2. Listing of ideas on newsprint.
3. Serial Discussion of the ideas.
4. preliminary vote.
5.
Repeat process so other individuals can have
an opportunity to lead
Mini- Lecture on Nominal Group Process
Interventions
Evaluation of this class
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Session 4-Social Climates
Goals:
1
.
To learn about social climates and their
impact
.
2.
To demonstrate that each floor has a distinct
social climate of its own.
3.
To develop interventions to improve the
social climates if necessary.
Process
:
1. Ideal and Real Social Climate
a. Using the Social Atmosphere scale, rate
your floor as you would like it to be
id eal ly
.
b. Next rate your floor as you perceive it
to be now.
c. Compare the scores for the two scales,
(what scores are similar and which
scores are different).
2. Different kinds of climates
a. Rate the two floors that you have some
knowledge about the social climate.
c. Put your answers on the sheets on the
wall.
d. Meet with the other R.A.'s from your
residence hall and discuss the results.
e. Compare your perception s of the floor
with the perception of others. Notice
similarities and differences. Discuss
these .
Mini- lecture
Interventions
Evaluation of this class
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Session 5--Physical Space and Privacy
Goals:
1
.
To become aware of the impact that space has on
oneself and others.
2.
To become aware of the territorial needs of people
and oneself
3.
To become aware of one’s own needs for privacy.
4 To develop interventions to make floor members
more sensitive and considerate of each others
needs in regard to using space, and privacy.
Process
:
Physical Space and how it is used.
a
.
In groups of three visit another floor (other
than yours); walk around the floor, observing
the rooms, any interactions that are going
on, doors open or closed, noise level,
appearance ( cleanil iness
,
wall drawings or
paintings, etc.). Then sit down somewhere in
the hallway for 10 minutes and be quiet,
listen to the sounds of the floor, where do
they come from- do you feel welcomed,
ignored, or what? Write notes as to what you
see
,
hear and f eel
.
b. Return to class and discuss with your small
group what you experienced.
c
.
Now think about your floor, how is it
different and how is it the same as the floor
you visited. Discuss this with your small
group.
d. Large group discussion about the experience.
Mini- lecture
Interventions
Evaluation of this class
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Session 6_ Coping and Adaptation
Goals:
1
.
To become aware of different coping and adpation
styles and skills.
2.
To become aware of how these styles and skills
influence the behavior of the floor.
3.
To develop appropriate interventions.
Process
:
1 . In trumentat ion- Administer the Environmental
Preference Scale, score the instrument and then
discuss the results.
2.
Mini lecture: Coping Styles
3.
Adaptation Skills-- presentation of two different
situations and how different skills can help
individuals to adapt to their settings.
Mini- lecture
Interventions
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Session ]_ --Social Support Networks
Goals:
1
.
To identify one’s own social supportive network.
2.
To learn how one can create a supportive network.
3.
To develop interventions.
Process
:
Support Networks
1
.
Mini- lecture on social Supportive networks
2.
Analysis of one’s own supportive network
3 Di scussion
4.
Brief analysis of the social supportive
network on the floor or lack of it.
5
.
Di scussion
Interventions
Evaluation of this class
References
:
Saranson, S. B.; Caroll, C.; Maton, K.; Cohen S. ; and
Lorentz, E. Human Services and Resource Networks .
San Francisco, CA: Jossey-Bass Inc., 1977.
Todd, D. M. ’’Support Development Group Manual."
MA : University of Massachusetts,
( ty pewr i tten .
)
Amherst
,
1976,
Todd D. M. "Social
Support: Support
Research." Amherst,
1978. (typewritten.)
Network Structure and Social
Development Groups as Action
MA: University of Massachusetts,
246
Session £3 --Influencing the Influential
s
Goals:
1
.
To identify the influential resident assistants in
each residence hall.
2.
To learn how to identify influential members of
the group and the floor.
3.
To develop interventions to involve the
influential members of the floor.
Process
:
A. Group Behavior Questionnaire
1.
Nominate two R.A.s for each category.
2.
Put names on newsprint
3.
Discuss the results and the implications.
B. Floor Behavior Questionnaire
1.
Fill out the questionnaire for your floor
2.
Discuss how this information can help you
understand your floor and help intervene.
Mini- lecture
Interventions
Evaluation of the class
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Session 9-- Evaluation Process
Goals:
1
.
To become aware of the value of evaluating one's
actions
.
2 To become aware of the evaluation process.
3.
To develop the evaluation process for
interventions conducted on one’s own floor.
Process
:
A. Lecture What is Evaluation?
B . Development of evaluation instruments.
C.How to use the data once it is gathered
Evaluation of this class
References
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Student Affairs Research & Evaluation Office
Room 229, Whitmore Building
(545-2687)
December 1, 1978
Dear Student
,
I am writing to you and the other floor members re-
questing your help in a project. We are trying to find
out what student's ideal residence hall floor would be
like and what the present floor is actually like. This
information will be useful at several different levels
within the University.
First, the information can possibly be useful to you
in room choosing in the future. Second, the resident
assistant and/or head of resident can use the data to
develop programs to make the floor more like the ideal
floor and finally, the information can be shared with
administrators involved with the resident hall system to
consider alternative policies and procedures for room
selection.
Within the next week your floor resident assistant
will be having a floor meeting in which I will attend.
At that time I will ask you to complete the University
Residence Environment Scale (ideal and real forms) and
a short biographical sheet. The information you share
will be confidential. Any data that is shared will be
summarized with the other floor members responses. Your
attendance at this floor meeting is essential in develop-
ing an accurate profile of your floor.
I hope to see you soon.
Cordially
,
Jack E. Wilson
Director
Project PULSE
JEW/jh
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Training Session Ev aluation
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Training Exercise /#
Describe your feelings about the training exercise by circling a number for
each of the following items i
Clear
1 2 3 4 5 6 7 8 Unclear
Valuable 1 2 3 4 5 6 7 8 Worthless
Successful 1 2 3 4 5 6 7 8 Unsuccessful
Actire 1 2 3 4 5 6 7 8 Passive
Pleasant 1 2 3 4 5 6 7 8 Unpleasant
Orderly 1 2 3 4 5 6 7 8 Chaotic
Meaningful 1 2 3 4 5 6 7 8 Meaningless
Interesting 1 2 3 4 5 6 7 8 Boring
2x»ellent 1 2 3 4 5 6 7 8 Poor
Comments on the exercise t
Appendix E
Final Evaluation Form
254
if,
: I.* A- i/ALxAl'10N
-n th is section, I
sessions were to you, ei
self-awareness. (Circle
want to find out now useful tne trainingther by increasing your Knowledge, sk ; iithe appropriate number) or
SES 3 ION
if
TOPIC VERY
USEFUL
1
.
Clarification of Roles 1
2. Social Ecolgy-lecture 1
3 . Nominal Group Process 1
*. Social Climate 1
5 . Physical Space 1
6. Coping & Adaptation 1
?. Social Support Networks 1
3
. Influencing the
Influentiais 1
9 . Evaluation Process 1
Comments 1
VERY DID
USELESS ATI3*56 03^56 03*56 o3*56 o3^56 o
3 5 6 o3^56 o
3^56 o3*56 0
Vhat impact did tne training have on you in the following areas
i
* •
-ncreased knowledge about
peoc_e and their environments,123-45
2
. Increased awareness of myself
and my relationship to my
er.vironemts
.
3.
-noreased skiIIs to intervene
at the floor level.
Comments 1
hi
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VERY
POSITIVE
VERY
NEGATIV;
What is your overall rating
of the training?
Which topics would you eliminate?
What additional topics snould be included?
What would you change about the format of the training?
What was most beneficial to you? Least beneficial?
During this section, I would like myself (Jack) to be evaluated on
several dimensions.
1. Helpfulness
2. Openness
3. Interest
4. Responsiveness
5. Accessiblity
VERY
MUCH
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
VERY
LITTLE
4 5 6456
4 5 6456456
Comments 1
Appendix F
Biorgaphic al Questionnaire
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BIOGRAPHICAL QUESTIONNAIRE
Please fill out the questionnaires as carefully and completely as you can.
All answers will be analyzed in groups, and no individual data will be released
to anyone.
Name
Res i dence Ha 1 I
Sex: Female
Oate
_
Room ft
Male
Religion: (Circle the appropriate number)
1 .
2 .
Cathol ic
Jewi sh
3. Protestant
4. Other
5 . None
How do you describe yourself: (Circle the appropriate number)
1 . Ameri can I ndian
2 . Asian Amer i can
3. Black
4. Hispanic
5 . Whi te
6. Other
College Year; (Circle the appropriate number)
1 . F reshman - I 982
2. Sophomore - 1981
3. Junior - 1980
4. Senior - 1979
College that you are a student of; (Circle the appropriate number)
1 . Arts and Science
2. Business Administration
3 . Hea I th Sciences
4. Education
5. Food and Natural Sciences
6. Engineering
7. Physical Education
8. Other
Which of the following best describes the community that you consider
your home
town? (Circle the appropriate number)
1. A ci ty (not a suburb) of more than 500,000.
2*. A city of 50,000 to 500.000.
3. A suburb of a metropolitan area.
4. A city or town of 10,000 to 50,000.
5. A town of less than 10,000.
6. A farm, ranch, or other open country
location.
Education of parents: (Circle the appropriate answer for
each parent)
Some grade school
Completed eighth grade
Some high school
Graduated from high school
Business or trade school
Some College work
Graduated from college
Holds more than one college degree
Father
1
2
3
4
5
6
7
8
Mother
1
2
3
4
5
6
7
8
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How much time do you spend on the floor
(Circle the appropriate number)
with other floor members?
1 . A great deal of time
2. A fair amount of tine
3 . Some time
4. Hardly any time
5 . Never spend time on floor
How satisfied are you with your relationship with
the members of the
floor? (Circle the appropriate number)
1 . Very satisfied
2. Satisfied
3. Dissatisfied
4. Very dissatisfied
What kind of relationship do you have with
your roommate? vCircie
the appropriate number)
1 . Very warm
2. Warm
3 . Neutral
4. Hostile
5 . Very Hostile
Do you plan to remain on this floor
next semester?
1 . Yes
2. No
3 . Not sure
It no or not sure, why do (would)
you intend to move?
2 .
3.
4
.
5.
6 .
s
t
9*.
10 .
I want a single ^? 0 ^• transferring next semester.
I will be graduating or ar.oi.err- g ,o
I will be on intemshio elsewnere tnan
at
I am taking a leave of absence.
I SLntS 5. near friends eiswhere on-campus.
I am moving off-campus.
i winf'to'": SarTSL^i inere on-catpus
I do not like the memDers on
the uocr.
Othe r
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URES subscales
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BRIEF URES SUBSCALE DESCRIPTION'S
Relationship Dimensions
1 . Involvement Degree of commitment to the house and residents;
amount of interaction and feeling of friendship
in the house.
2. Emotional Support Extent of manifest concern for others in the
house; efforts to aid one another with academic
and personal problems; emphasis cn open and
honest communication.
Personal Growth or Development Dimensions
3 . Independence Diversity of residents' behaviors allowed
without social sanctions
,
versus socially
proper and conformist behavior.
4. Traditional Social
Orientation
Stress on dating, going to parties, and other
"traditional" heterosexual interactions.
5. Competition The degree to which a wide variety of activities
such as dating, grades, etc. are cast into a
competitive framework.
6. Academic Achievement Extent to which strictly classroom and academic
accomplishments and concerns are prominent in
the house.
7. Intellectuality Emphasis on cultural, artistic and other
scholarly intellectual activities in the house,
as distinguished from strictly classroom achievers
System Maintenance and Svstem Change Dimensions
S. Order and Organization .Amount of formal structure or organization (e._g. ,
rules, schedules, following established procedure;
etc.) in the house; neatness.
9. Student Influence Extent to which student residents (not staff or
administration) perceive they control the running
of the house; formulate and enforce the rules,
control use of the money, selection of staff,
food, roommates, policies, etc.
10. Innovation Organicational and individual spontaneity of
behavior and ideas; number and variety of
activities; new activities.
Appendix H
Social Atmosphere Scale
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No.
Describe the social atmosphere of your floor by
circling a number for
each of the following items:
friendly
accepting
satisfying
enthusiastic
cooperative
supportive
interesting
energetic
competitive
orderly
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
5 6
5 6
5 6
5 6
5 6
5 6
5 6
5 6
5 6
5 6
7 8
7 8
7 8
7 8
7 8
7 8
7 8
7 8
7 8
7 8
unfriendly
rejecting
frustrating
unenthusi asti
c
uncoooerative
hostile
boring
listless
uncompetitive
chaotic
Concents t
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Physical Space Interventions
1. All doors open - room, fire and lounge doors
promote interaction by being visible.
2. RA's sit out in the floor.
3. Put into lounge something everyone would use (TV,
Games) .
4. Put up a graffitti board for comments.
5. Norm setting on the noise level.
6. Put interesting news clippings and memo boards on
doors
.
7. Have floor meals in the lounge.
8. Bring personal furniture into room.
9. Change colors of walls and rooms to mellower colors.


